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Preface

aterials which . ow this introduction are as « verse and unique
as the individuals who et with the Classroom Praco oo Comimitree in
Washington, D.C., last >ovember. That imecting, attend Jd by approxi-

mate  one hundred i Council miembers, culminated w rh the recom-
mendation that the 197 - 1971 edition of Practices foc ©pon our col-
leagucs attempts to hum ize the teaching of Englist fror aursery school
throurh post-doctoral  udy. Those in attendanc ar v AWashington
meer:r reprcscntcd clc"'cn:;;l'_\'. junior sroh and ser or high sl teach-
crs as well as junior co oo college, a0 univer - react CTerCTIOes
about the content o \1 T s for teacs o Moo EAYGRUNESIR R DAL EF
cach of -hesc grov- SICIICCS W DV L TWee. thes o Teacers

at all ¢ ss who vogara coeent as pivoral ro any English program and
those who regard students as kevs to program development in English.
Spokesmen for these polar viewpoints found themselves moving roward
a common arca which decreased the professional distance between them
—the affective domain, which became the overarching focus for all par-
ricipants at the meeting of the Classroom Pracrices Commirttec.

Decfinitions were debated by participants as were the strategies for
helping students to discover myriad definitions of sampie concepts. Yect
the climate of this dLl)ntc was profcssuma] that is, whether participants
telt that “classical” “modern” contents should undergird patterns for
the teaching of Englnsh thev alwavs qualified their ree onnncndqtlons by
noting that students’ fcclmo's and mdlvlc‘u.mtv were prime directives in
designs for learning.

Each of the VWashington participants was invited to submit articles
for the 1970-1971 cdition of Practices based upon the therme, Humanizing
English: Do Not IFold, Spindle, or Mutilate. Requests for manuscripts
~were also solicited through the Council’s national and afhiliate publications.
From the more than 130 papers reccived, the committee chose 27 manu-
scripts to be included in this edition. Articles selecied range in length
from approximately two hundred fifty to twenty five hundred words
they cover many phases of the language arts at all levels. Many of thc
practicces described can be adapted for various teaching levels.

That the theme sclected by participants at the Washington, D.C,,
meeting of the Classroom Practices Committec touched a professional
nerve can be inferred from the number of manuscripts submitted by
English tcachers at all levels. The previous year the committce had to
resort to every commmunication device knewn to get thirty-nine manu-
scripts. Nor 1s the interest shown in the theme for Practices 1970-1971
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likely to diminishy student serikes, curricular reforms. clective programs,
and individualization are just a few of the coatemporary forees shnping all
cducarional designs. The pace of change is accecelerating, and che price of
such change is sometimes painful, as the tone of some of the followine
artrcles will illustrate. Yet the cncouragmg face apparent in our ¢ e

reports o chieer o practcr -t ose rejeeted as well as o se pubiiicd
IS - oo cadowe are g, and we are helping stadents ro dis-

cover the cestasies of the language in myvriad conrexts.

The cochairmen wish to thank those who have helped the committee
to prepare this publication. They are cspectaliv grateful to Allen Boerger,
Morris andiss, and Lucile Lindberg, who wich them rea and evaluared
all manuscripts considered.

Idward R. l"ngnn'
Jean Vandell
Cochairinen
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Ouiputs: An lntroduclion

QLItPl.lfS Are ONne Heasure systems analyses use to checek the worth of
inputs and treatments for a given system, Education is described as a
system and enc of its inputs is English. When English is inputtcd (svstems
analysts usc the verb without hesitation) throughout school wvstems, 1ty
treatment is affected by teachers, rextbooks, films, tapes, curricular guides,
and rules. This trearment is then administered to students who become
the outputs of the svstem and, in one sense, a measure of the syvstem’s
cffectiveness, Fnglish as it is taught in some schools today is perilously
close ro a dehumanized mass production system where outputs arce judged .
almost exclusively by standardized tests. Results of such standardization
arc a major concern to some of our English-teaching colleagues. James
Moffetr, for example, scores the testing process by pointing out that:

It [standardized testing] is packaged into materials and nested down
in the souls of administrators. It evaluates curriculums and therefore
dictares curriculums. . . . All this has taken place haphazardly so far
in English, bur now that behaviorists have teamied up with Pentagon
cost accountants imported from Ford and GM, we're abour to take
the guesswork out of accountability, . . . Butr one thing we can say:
the educational budget is well accounted for even if the education is of
no account . . .} )

Moffett’s reference to “behaviorists” reminds us that “behavioral objec-
tives” arc increasingly required as a major foundation for curricular de-
signs in English. : N

Opposed to such relatively closed learning systems are students whosc
life style requires more freedom, and these students, according to Bill
Waugh, Associated Press cducation writer, are scething at the system’s
injustices, real or imngincd. Waugh writes:

1James Moffert, “Coming on Cenver,” English Journal, 59 (April 1970), 533.
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America’s hign schools—from the ghettoes to the suburbs—today are
like boiling cauldrons. . . . Students from New: York to Californiy sav
their schools operate in prisonlike atimosphere—armed guards, fenced
school vards, and in one Calitorniz school, locked classroom doors., .
Other complaints range from racism to censored NEWsSpapers, unin-
spired teachers to unrealistic regulacions and refusal of school adminis-
trators and parents co lisren to student demands for an edueation rhat
relates to the world they muse live in.®

Waugh's observations arce nor new to many of us; some of us feel that
cracking down on these kids would cure the problem, bur Waugh dis-
agrees:

There is no evidence thar rougher rules, stricter discipline, or calling
the police cools the situation. It only serves to increase the tension. You
arce not going ra scare kids into submission. Thc_\' have neicher respect
nor fear of the police.®

WWaugh's observation abouc respect and fear in our students is echoed
by another of our colleagues, Florence Lewis, who predicets a dismal
future for the classroom .English teaclier:

In any case, the kids want to ralk; they don’t want to write. Thev want
to talk and to wlk about feelings. They debate eadlessly, and to no
avail because there doesn’t have te be “avail” where they come from.
Their feelings are as good as vours on any day of the week. They saw
it all on TV, They will dispute any authoriry, Anyway, there is no
authority, because adules and even God have demonserated that no one
has the right to leadership. Love is leadership and feelings are. They
will talke on God, so what's a teacher? 4

Mrs. Lewis describes how vouth distort language and lic to embar-
rass what they call the establishiment; she concludes with a vision of her-
sclf in the future, living in 2 world dedicated to speed, feclics, and acid
with Marshal McLuhan as world prophet and Tim Leary as his high
priest, while bearded ten-vear olds chase her down the street wivh punk,
flute and incense ndmonishing her to “Feel, lady, frel.”s

Hyperbole aside, Lewis and others raise serious questions about the

= William Waugh, “Higl: Schools Across Nation Boiling Like Cauldrons,” Centre
Daily Times (Stare College, Pa.) April 29, 1970, p- 9.

3\Waugh, p. 9.

1Ilorence Lewis, “Aural-Schmaural, T'm a Hypo-Typo,” Phi Delta Kappan, 51
(April 1970), 429.

SLewis, p. 429.
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future of Inglish programs in the decade ahead. Some of our colleagues
maintain that we are witnesses to the twilight of our discipline; others
feel thar the discipline will survive under a broader rubric, perhaps that
of communications. Still otlers feel thar the United Kingdom might pro-
vide us with a mode!l for survival because it has met and conquered a
relevancy crisis, Yet the outstanding difference between American and
United Kingdon, Faglish programs. according to the Retrospeet seenon
of the Squire and Applebee study, Teaching Eunglish in the United King-
domr, s EFngland’'s deemphasis or “cognitive fearning.” Letails of this
“deeraphasis”™ are pivotal to the 1970-1971 rheme of Practices and are
deseribed from the viewpoint of a British reacher of Fnglish in the Squire-
Applebee report: '

Writing, speaking, interpreting, and reacting are thus scen as similar
and central to a process in which the ultimare end is a fuller, more
sensitive response to life irself. While engaged in this evolviag experi-
ence of learning how to live and how o respond to living, the child
will acquire some skills, some knowledge, some pereeption of form,
bue such acquisition is peripheral and incidental to the ronlity of the
experience itself. “We do not think that anyone can mstruct children
in how to ‘realize’ their experiences in words, how ro shape them, how
vo ‘chioose’ words or to use varied sentence seructures before chey write
their compositions. Indeed, even markers should not approach a com-
position armed with stylistic crireria: they should set out to be as re-
ceptive as they can, to be ‘good listeners™” writes a commirtee of the
I.ondon Association for the Teaching of English in arguing againse the
dircet teaching of language skills. This is why many British teachers
sce no need to plan a curriculum to teach diserete skills, and this, in
essence, is why so many cannot share the American concern with the
literary herirage, grammar, or rhetoric. It is nor that they fail to recog-
nize thar such subject narter exists; it is rather thac they focus on
different goals.®

We should keep in mind thae the Squire and Applebee team studied
only the best groups of students and teachers in forty-two schools in
the United Kingdom and, for such students, curricular focus on discrete
skills might be sccondary to the development of sensitivity to life. But
with America’s new concern for “accountability,” as described by Mof-
fcte, to ignore discrete skills in “litcrary heritage, grammar, and rhetoric”
in contemporary English classrooms would be tantamount to inciting a

6James R. Squirc and Roger K. Applebee, Teaching Eunglish in tbe United King-
domi: A Comparative Study (Champaign, Illinois: National Council of Teachers of
English, 1969) pp. 245-246.
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raxpavers  revole, One practical strarcgem for bridging the affective-
cognitive donwmins in conteniporary. American classrooms s that  of
imdividualization,

Indizidualizarion is an idealized concept which imp[it:s‘ that cach stu-
dent will worl at his own pace, scleet his own curricutum, master the
contents of all subjects studied atr a level of 80 percent or berter and, in
short, learn what he wanes to Iearn at a time and pace suitable to him,
Obviously, this idealized learning state is rare in roday s Fnglish educa-
tion programs. But throughout rhe material which follows, the terms
individual, indicidualization, studcnt-selected contents, and the like recur.
Sceveral articles are devored to techaiques for adaptative education, which
1$ defined as “the tailoring of subjecr matrer presentations to fir the special
requirements and capabilities of cach learner.”” Far from the idealized
concept of individualization, these practices are a middle aground berween
the Unired Kingdom’s focus on the affective domain and America’s focus
on the disercre skills of English as a discipline.

Incvitably, an “in” concept such as individualization is abused and
some not-sn-prmnising'prncticcs which attenipt ro humanize English
teaching are revealed as canned lincar presentations in an authoritarian
classroom  climate, One  individual program, for cxample, used pro-
grammed text material on a television displav where cach frame of the
material could be shown to a large group of students for a short time.
Students wouid pick the correct option and then the program would
move on to another frame. This procedure is individual instruction—the
antithesis of individualized instraction. Such individual instruction assumes
that icarning occurs between two relatively fixed pomts in time. VWhen
such time-bound perspectives dictate the Ic:u'ning chmate, static presen-
tations such as those contained in books, films, vidco tapes, and lectures
become the basis for organjzing learning.

Anotklicr I:9e-50-promising practice begins at the other extreme where
students cach day arc permitted to vote about che LEnglish learning activi-
ties they will undertake. And what they vorte, as Mrs. Lewis has pointed
out, is to talk, not wich any purpose in mind, not with a concern for
crganization, just to vent their feeling::. But, the argument goes on, this is
all right; after all, they arc using English and praceicing conversational
skil's Maybe. It is not-so-promising practices like this that make our
colleagues wonder what discipline means as applied to English. If we have
A lmd_\-' of content with some principles for engaging students with that

“Harold E. Mitzel, “The Impending Instructional Revolution” Phi Delra Kappan,
51 (April 1970), 436. -
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content, and if we are charged by local, st.e, and national authoritics
with the responsibility for dl.lqnnslnu‘ and guiding students into more
cflicient uses of English, then the practice of .1cc_cdlnq ro student demands
for what they define as English is suspect.

A final noe-so- prmmsmnr practice might be classificd as the extrav-
aganza, This practice requires that an I nqhsh class spcnd a full semester
(Clghtccn weeks) making costumes, learning interpretive dancing, arrang-
g guitar sclections, Ic.nnmq how to usc pul)hc address systems and ()thCl
clectronic devices so that a gigantic happening can be plcscntcd to the
whole community during the last week of the semester. Some of these
activities when 01'g'1m/cd and articulated with appropriate contents from
English curricular objectives are valuable as means to an end. But the
extravaganza practice makes the performance an end in itself, and teachers
who usc it seem to fulfill Santayana’s definition of a fanatic, that is, onc
who redoubles his efforts after he has lost sight of his objcctives.

Fortunately, fewer not-so-promising practices arc apparent, as the
articles which follow will reveal. But with the pressure to provide more
individualization in our English classrooms it behooves us all to read,
carcfully, Martin’s article which anchors this book. The questions he

raises about individualization are realistic and require honest answers not

only by English teachers but also by school administrators who are
intrigued by the notion of individualization \without being fully awarc of
its limitations and demands upon the teaching staff.

Besides Martin’s article, others in this collection lean to one side or
another on the issuc of humanizing English and the resulting implications
for today’s clagsrooms. Some of our colleagues call for more structure in
our teaching, others suggest that we reduce structurce and increase process,
but all arc concerned about guiding students to that efficiency point where
confidence and skill in the uses of English make students independent of
their teachers.

Such students arc the desirable outputs of English programs in the
Amecrican educational system. But English teachers always aspired to such
objectives though they were sometimies hampered by the system. We have
journeved far since Naomi Whitc’s milestone statement of over twenty
vears ago when English outputs were a major concern of her attempts to
humanize English:

I have taught in high school for ten years, During chat time I have
glvcn assignments to, among others, a murderer, an cvangelist, a
pugilist, a chicf, and an imbecile.

The murderer was a quict little boy who sat on the front seat and
regarded me with pale blus eyes; the evangelist, casily the most popular
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hoy in the school, had the lead in the senior play; the pugilist lounged
by the geraniums; the thief was a gav-hearted Lothario with a song on
his lips, and the imbecile, a soft-eved little animal sceking the shadows.

The murderer awairs death in the State penirentiary; the e angelise
has lain a vear now in the village churchyard; the pugilist lost an eve
in a brawl in Hong Kong; the thicf, by standing on tiptoe, can sce out
of the windows of his room from the county jail, and the once gentle-
eved little moron beats his head againse the padded wall in the Srare
asvium.

All of these pupils once sat in my room, sat and looked at me
gravely across worn brown desks. | niuse have been a grear help to
those students when I taughe them the rhyming scheme of the Fliza-
Lethan sonnet and how to diagram a complex sentence.®

The Pennsylvania State University
University Park, Pennsyleania

8 Naomi White, “l Taught Them AW Hisconsin English Bulletin, n. .
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The Studeni’s Image: A By-Product

Teach any American child thirtyv-five w ceks of the year, by precept
or by C\.lmplc that nnly poems by F nglish authors are w orthy of study,
that only mathematical formulas ()rurumtcd by Greek mathematicians
really w ork, that only music composcd by German composers is worthy
of appreciation, and he may finish the year with all Ay on his report card,
but Fy in the unmeasured arcas like self-cstecem, confidence, and nprimisni.
One week or one month or once course sct aside to tell him that some
Americans have made outstanding  achicvements will not change the
impression he has received.

As a black teacher in a predominantly black college, T have souqht
for many vears to build up rather than to tear down the student’s image
of himself. I know from expericnee that the many phiiosophers and pocts
who have pampl*ululscd the idea *“What vou believe speaks so lond 1 can not
hear what you say” are right. Fc.1cl11|1g English composition and courses
in literatore, T have found many ways to Jc.compllsh the objectives of my
courses, which include the pcrqon.ll objectives of my students: to learn
and build images of worth. Only during the past few vears have T been
able to obtain readers and anthol()glc‘; mcludmg works by black writers.
Yet I have found many materials in my college library and have tried to
think of ingenious ways to usc them.

In teaching fgmcs of qp(,cc_h such as the simile, metaphor, and pun,
[ have found rich resources in the worlk of Eldridge Cleaver, Ralph Elli-
son, and Langston I]ughcq Students never fail to 1001\ twice at Cleaver’s
sentence: “Seeing her image slipping away from the weak fingers of his
mind as soon as she has gone, his mind ﬁghtq for a token of her on which
to peg memory.”! The idea of a pooi memory or a fading memory being
called “weak ﬁngcu of the mind” gives them an understanding of how
figurcs of speech communicate more cffectively and lucidly. Ralph Elh-

1Eldridge Cleaver, Soul On Iee (New York: MeGraw-Hill, 1968), p. 24,

7
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son’s suniles “lenses as thick as the bottom of a coca-cola bottle”? and
“my body kike glass mstde™ are casily remembcred. S.I. Hayakawa’s well
taught principle that the word is not the thing is clearly illustrated by
Stmple, Langston Hughes’s character whose wifc, Jovce, likes farcign
food. Simple says: “A meat ball by any other name is still a2 meac ball
just the same.” Joyce causes the remark by ordering Bola-Bolas in a
restaurant in the Philippines. “Bola probably means ‘ball’ in their lan-
guage,” Simple sayvs.! Not only do my students learn important facts
about language, but T think 'thcy learn something clse, too, something
that tcachers rarcly if ever teach or test for: the impact of the information
on the personality of the learner. They learn that black writers ha ¢
creative ability and language know-how, :

A teacher may not have the privilege to choose the text book he uses,
cven if he has a definite preference. Every teacher, however, has the
privilege of making daily quizzes and study asstgnments and, sometimes,
final cxaminations. It is in the quizzes and special assignments that onc
may pr.ject the works by black men.

Like most instructors who attempt to teach English. T go about the
task daily of having students lcarn to recognize and write an English
sentence. Frequently 1 quote scientific rescarch to show that English
1s not based mecrely on opinion or subjective value judgments. For example,
Ivor K. Davics reports intcrcs:ting rescarch concerning sentences:

Research by G.A. Miller and his associates at Harvard and P.C.
Wasorn at University College, London, indicates that the tinie taken ro
respond correctly to u sentence varies directly with the grammatical
structure cmployed. Affirmative, active and declarative sentences arc
most readily processed and understood. Malke the sentence negative or
passive and understanding of the message is delayed.?

To let students test this reported rescarch, I might give them three long
sentences written by Ernest Hemingway,. James Baldwin, and William
Faulkner, respectively. Selected sentences, though lengthy, would be
affirmative, active and declarative, such as the following:

1. There were mists over the river and clouds on the mountain and the trucks
splashed mud on the road and the troops were muddy and wet in their capes;
their rifles were wer and under their capes the two leather cartridge-boxes

“Ralph Ellison, fnzvisible Man (New York: New American Library, 1952}, p. 179.

SEllison, p. 217,

H.angston Hughes, Simiple’s Unele Sam (New York: Hill & Wang, 1965), p. 4.

“Ivor K. Davies, “Get Immmiediate Relief With An Algorithm,” Psychology Today,
T (April 1970), 54,
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on tae front of the beles, gray leather boxes heavy with the packs of clips of
thin, long 6.5 mm, cartridges, bulged forward under the capes so that the
nren, passing on the road, marched as though they were six months gone
with child.s

2. Dirt was in the walls and the floorboards, and triumphed beneath the sink
where roaches spawned; was in the fine nidges of the pots and pans, scoured
daily, burnt black on the bortom, hanging above the stove; was in the wall
against which they hung, and revealed itself where the paint had cracked
and leaned outward in stiff squares and fragments, the paper-thin underside
webbed with Nack,?

3. He made the _arth first and peopled it with dumb creatures, and then He
created man to be His overseer on the carth and to hold suzerainty over the
carth and the animals on it in His name, not to hold for himself and his
descendants inviolable title forever, generation after generation, to the
oblongs and squares of the carth, but to hold the earth mutual and inract in
communal anonymity of brotherhood, and all the fee He asked was pity and
humility and sufferance and endurance and the sweat of his face for bread.®

Many facts, techniques, and understandings may be taught using these
sentences, The fact that the science student is “testing” research adds to
his interest. The fact that a black man wrote one of the sentences may
‘muke for another kind of interest.

My last point concerns the tcaching of poems written in dialect,
particularly in what has been termed black dialect. It was called to my
attention only recently in a methods class that a number of predominantly
black high schools forbid the teaching of poems written in dialect, pre-
sumably because there is fear that such teaching will discourage the
learning of the national language (standard English). My experience and
my knowledge of psychology lead me to belicve that this is an crroncous
hypothesis. Although ot in complete agreement with James Sledd’s
thesis that when we reject the dialect we reject the child and that standard
English is the grammar of white supremacy, I do believe that we must
take the child where we find him and that all people speak a dialcct.
Never sccing a sentence that resembles what the child usually hears can
be a shocking experience for him.

I find great valuc in teaching poems written in dialect. Although
black and white critics have said that much of Paul Laurcnce Dunbar’s
dialect is phony or unrealistic, there are poems written in dialect that arc
very realistic. Reading such pocius, the student sces and hears somcthing

6IZrnest Hemingway, A Farewell To Avms (New York: Scribner’s, 1929), p. 4.

TJames Baldwin, Go T'ell It On the Mountain (New York: Grosset & Dunlap,
1963), p. 21. ‘

$William Faulkner, Three Famous Short Novels: Spotted Horses Old Man/ The
Bear (New York: Random House, 1942), p- 247.
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faniiliar; more importantly, he begins to recognize the difference berween
the di llur and the standard form. 1 believe there is no betrer wav to show
both respeer for and recognition of dialeets, together with che contrast
between them and standard English,
For example, myv students read silently and aloud Dunbar’s delightful
poecm “T'he Party™ which begins:

Dey had a gread big pahty don n to Tom’s de othah night

Was I dah? You bet, I névah ia my life sce sich a sighe;

All de folks f'om fou’ plantations was invited, an’ dev come,

Dey come troopin’ rhick ez chjllun when dey hy cahs a fifc an’ drum.?

After the long poem has been read, alwavs to the delight of students, 1
divide the Llass into groups and have cach group rewrite the poem using
standard grammar. I*lcqucntlv they see that they, too, pronounce a word
diffcrently from what its qpcllmcr or the dlctmnar\ seem to require. Many
southerners of all races sav “jes” instead of ¢ ]ust” \l.m\ \mcnuns use
“fuh” for “for.” ‘311111[.11'1\, some Bostonians pronounce “parey” as though
it were spelled “pahty.”

Next, to reverse the procedure, 1 present another poem by the same
author not written in dialect and have the students rewrite it m dialect.
Dunbar’s “Compensation” lends itself well to such translation:

Because I had loved so deeply
Because I had loved so long,

God in his great compassion
Gave me the gift of song.

Because T have loved so vainly,

And sung with such faltering breath,
The Master in infinitc merey

Offers the boon of Death.1?

The very f.1ct that the mood of this latter poem is different from the mood
of the other gets across the idea that formal Iinglish is more appropriate
for some purposcs.

Students learn muany other things while they are lcaming whar we

9]James A. Emaoucel and Theodore L. Gross, cds., Dark Symphony (New York:
Free Press, 1968), p. 38,

10Benjamin Brawley, e Negro in Litcrature and Art (Cambridge, Massachu-
setts: AMIS Press, 1917), p. 40.
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have listed as course ¢ objectives. [ believe that the other things chey learn

can be and may be the most important, the longest remembered. Cmt.nnh .

English teachers are paid to teach communication skills. At the same time,

they can build confidence and healthy self-images by carcfully sclecting
the patterns of literature they use.

Langston University

Langston, Oklabomna



AMary Corsury CoMALERS

Fun in Films

“Tragic flaw,” “rccognition scene,” “rever<al,”” These terms: and
similar ones are used mcaningfully by our students, who as sophomores
study a unit on classical. Elizabethan, and modern rragedy and as seniors
a unit on revenge trazi- iy, When questioned abour concepts of comedy,
however, students hav: demonstrated little oereeption. Thus, for a vear
I had been considering that ous curriculum mighr include materials on
humor and comedy. Tlen came a summer NDEA institute and Sister
Bede Sullivan’s course in film study. She gave me the answer to my
problem: a three-week unit presenting aspects of comedy through film
comedy shorts.

The opportunity for teaching my film comedy unit appeared when
our department participated in an English elective program with sopho-
mores, juniors, and seniors registered together in tilirtcen—da_v courscs
which they themselves had chosen. A ﬁlm—study class, offered five periods
during the day, was one of thesc clective courses.

Emphasis on grades in the :ilm-study class was minimized, with only
onc project required. Students L:d wide choice of projects: keeping jour-
nals of their evaluations of the films in the unit, reading on history of
film comedy or on comic star. making story boards or collages with
humorous themes, preparing builetin board displavs or modeis of comic
stars or comic techniques. A number of students shot their own short
comedy films. Several who had in earlier English classes rarcly prepared
assigned written compositions readily drew sketches of their favorite film
comzadians.

Course content included wide varicty from uirramodern shorts like
“Trme Picce” and “Hypothese Beta” to Charlie Chaplin’s “Gold Rush”
and Mack Sennert’s Keystone Kops. Students were quick ro perccive
sharp contrast between modern il comedy and carly film comedy, with
its rraditional slapstici. “Fun Fa_rory” served as an <+ cctive summary of
carly film techniques since it covzrs highlights “rom Mack Sennett’s

12
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studio with the Kevstone Kops, the Bathiny Beauties, and individual stars
such as Chaplin, Marie Dressler, Mabel Normand, Harry Langdon, Ben
Turpin, and others, The chase, pic throwing, and fall-apart “un lizzies”
gave students an overview of the slapstick characterizing  carly film
comedies. On the other hand, students soterd todayv’s emphasis on biteer
humor in “Two Mcn and a Wardrobe” and sensed the stress on the pres-
sures of contemporary socicty with its technology, as portrnycd in “l'ime
Picce” and “Hypothese Beta.”

Afrer viewing “Pigs,” students recognized a basic clement of comedy,
the application of animal traits to human beings. A day in the lifc of a pig
parallcls a day in the life of a man. The humorous appcal of all animal
comedy depends primarily on the picturing of human characteristics in
animals. Later in the unit students saw further application of this princi-
ple in the filmed version of Tonesco’s “Rhinoceros” where people, having
lost their individuality, become members of the rhinoceros herd.

Laurcl and Hardy films offer unlimited opportanity for discussion of
comic techniques. Students mastered the concept of ]uxtaposition as 2
comic device when they saw the round-faced, overpowering bully Oliver
Hardy with his thin-faced, timid companion, Stan Laurel. Another tech-
nique, defiance of natural laws, is illustrated when Laurel carrics a very
long wooden plank, one end of it resting on his shoulder while the plank
stretches out interminably, or when Hardy balances his weight on a
miniature paint bucket. The use of extended time for comic effects appears
in “The Finishing Touch” when a nurse punches Laurel in the stomach;
Laurel pauscs, picks up his hat, puts it back on his head, then cries like
a baby. Later when bricks are hurled at the bowler hats of Laurel and
Hardy, the hats drop off their heads some time after impact.

Repetition as a comic device is scen in the word “Help” being spoken
at intervals throughout “Time Picce” and in “Two Men and a Wardrobe”
when the men repeatedly set down the wardrobe and then again pick it
up to carry it on to the next encounter with man’s inhumanity,

Students alrcady  familiar with irony from their carlier study of
tragedy showed pride in finding a similar use of irony in comedy in the
film version of James Thurber’s “The Unicorn in the Garden,” when the
wife rather than the berated husband is taken away to the “booby hatch,”
or in “The Pharmacist” when W.C. Ficlds after forbidding his daughter
to sec her boyfriend again rewards him for catching a robber in the drug-
storc. Irony is evident also in the French ilm “The Chicken” when a
chicken thought to be a hen turns out to bhe a rooster.

A further characteristic of comedy, the happy ending, is illustrated
in both carly and modern film shorts, Charlie Chaplin’s “Gold Rush,” the
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unanimous choice of critics from fortv countries as the greatest all-time
film comedyv, ends merrily when Charlic’s guld—mining companion, Mack
Swain, finds his lost mine. “Golden Fish,” winner of the Cannes Film
Festival Award in 1959, also has a happy ending when the villainous alley
cat returns a small boyv’s gold fish to his bowl,

' “Golden Fish,” filined without narration, also provides opportunity
for a discussion of the uses of pantomime, as does Robert Benchlev's
“Night at the Movies,” when Benchley imitates the difficulties of ﬁnding
a scat in a dark movice theater.,

Comedy thrives on incongruitics, and film comedy shorts abound in
them: Charlic Chaplin’s bowler hat and over-sized shocs, Buster Keaton's
dcnd—pan expression in catastrophe, W.C. Ficlds’s mad chases in situations
that demand caution, and Robere Benchley’s finding himself on stage in a
chorus linc.

Further techniques of parady, exaggeration, and the distorted use of
language arc clarified rhrough audio-visual screen mnages. The sound
track of “Calyvpso Singer” is a parody of Harry Belafonte's “Day-0.”
Exaggeration is apparent in Buster Keaton’s “She’s Qil Mine” when the
heroine cscapes the villain by hiding in 2 huge pipe and when rhe plumber
savs as he reads the first page of Gowe awith the Wind, “I thought I'd
finish this book before he interrupted me.” ‘The use of language alone to
provide humor appears in “Jail Kevs Made Here.” To Dave Brubeck’s
piano accompaniment, actual photographs of billboards and signs flash on
the screen, signs and slogans containing mixed nictaphors and amusing
contradictions.

By the final days of the unit students were voluntarily searching for
and identifying illustrations of comic techniques; they had unknowingly
mastered many of the concepts that underlic all humor. My objective, to
teach some familiarity with comedy, had been realized, but perhaps even
more s;ltisf_ying to me were the interest, inotivation, and pleasure observed
among my students. Many asked if they could repeat the course second
seimcester. Furthermore, the librarian reported a flood of requests for the
cssays of James Thurber and Robert Bcnchlcy, and the one available copy
of Edwin A. Abbott’s short novel, Flatland, upon which the film is based,
passed through many hands. Pcrlmps, however, the following note clipped
to the paper of a boy who is a fine gvmnast but an indifferent scholar was
the most convinciag proof of all that our fun in film unit was worthwhile.

F enjoved the 13 day session of film study very much. T am presently
reading abour Chaplin and plan on furthering my exploration through
reading books. I have only completed 2 books in my lifc and now I am
willingly reading for pleasure,
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Can any English reacher ask for a more grnrifying testimonial to the

succeess of her teaching? _
Lincoln Southeast Figh School
Lincoln, Nebraska

Books Helpful in I’rc[mrari(m of the Unit
Agee, James. On Filmi. New York: Grosset & Punlap, 1967,
Feyen, Sharon, cd. Sciven Expericnce: A Approach to Film. Dayron, Ohio:
Guorgc A. Pflaum, 1969.
Halliwell, Leslie. The Filmgoers® Companion. New York: Hill & Wang, 1967,
Kerr, Walter. Tragedy and Comedy. New York: Simon & Schusrer, 1967.
Knight, Arthur. The Liveliest Arr. New York: Mentor, 1957,
Lahue, K. C. World of Layghter: The Motion Picture Comedy Shore. Nor-
man: University of Oklahoma Press, 1966.
and ’lcn'\ Brewer. Kops aud Crstards: The Legend of Keystone
IFilms. Nosman: Univ ersity of Oklahoma Press, 1968.
Mallery, David. T'he School “and the Art of Motion Pictures. Boston: National
Association of Independent Schools, 1964.
Robinson, David. Grear Funnies. New York: Dutton, 1969,
. Buster Kearon. Bloomingron: Indiana University Press, 1969.
Schilling, Bernard N. T'he Cowmic Spirit. Detroit: Wayne University Press,
1965.
Sheridan, Marion C., ct al. The Atation Picture and the Teaching of English,
New York: Applcton Centurv-Crofts for NCTE, 1965.
Svphcr Wrylie, ed. Comcdy Garden City: Anchor, 1956.
Taylor, Robert Lewis. 1. C. Fields: His Follies and Fortuncs. New York:
New American Library, 1967.

Filins Used in the Unit
“Calypso Singer,” Contemporary
“The Chicken,” Mass Media
“The Finishing Touch,” Audio Film Cenrer
“Ilatland,” Contcmpox ary
“Fun Factory,” Sterling Iiducational Films
“Gold Rush,” Swank
“Golden Fish,” Mass Mecdia
“Huarry, Hurry,” ROA
“Hypothese Bera,” McGraw-Hill
“Jail Keys Made Here,” Contemporary
“Night at the Movies,” Swank
“The Pharmacist,” Audio Film Center
“Pigs,” Churchill Films
“Rhinoceros,” Mass Media
“She’s O1l Mine,” ROA
“Time Picce,” Mass Media
“Two Men and a Wardrobe,” Mass Media
“The Unicorn in the Garden,” andon
“The Violinist,” Brandon




Brersey CrEEKNMORE

The Tape Essay: Resource for English

The process of dehumanization, the creation of a uniform product,
is frequently the end of freshman composition courses. The problem
confronting the teacher in freshman Lnglish is that of training the student
to cxpress his individual and critical opinions in acceptable prose, but
attention to form all too frequently ourweighs attention to interest or
individuality.

A sop to individuality is often the teacher's use of a rhetorie book
containing “relevant” essays geared to interest the student and deal with
his problems. Today’s student, however, can casily be dchumanized by
this very cffort to interest him. Instruceors in freshiman English appear to
have overlooked the fact that relevance is also relative; unless the relevant
topic can he made relative to a particular student, he will be left feeling
that his views, his experience, his ideas arc unimportant.

One way to narrow, if not completcly to bridge, the relevancy-
relativity gap is to construct “tape essavs” which gear any issuc to a
particular city, a particular university, and a particular group of students.
A Mayor cannot speak to every seetion of freshman English, bue he can
usually give up ten minutes to answer questions to which he has previously
been asked to prepare brief answers, if the instructor takes the tape re-
corder to his office; a student who will not tell a class about a “bad trip”
may well be willing to deseribe it on tape if his namie is not used; the stu-
dent who is prejudiced may be willing to air his views bricfly on tape; the
student who fecls that persons are prejudiced againse him may also be more
willing to speak on tape, with the proviso of anonymity. -

A tapc essay is not merely an interview or a recorded lecture; it is a
carcfully planned program which includes specches, SONgs, cssays, poens,
and whatcver clse is germanc to the topic. These items are introduced and
conjoined by spoken continuity provided on the tape by the instructor.
The instructor can also cxplain any selection or comment he finds abstruse.

In making tape cssavs, T have found that a varicty of voices holds
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attention, :\lthnugh having the continuity consistently provided by the
voice of the instructor appears to appeal ro the students both as a familiar
voice and as an aid to understanding the divisions and progression of the
tape. ‘The most satisfactory combination of items has been that which
was the most varied. A program of several two- or three-minure inter-
views; two or three poems, studene-written if possible; one shore essav
and songs taped from records currently popular on the UNIVErsity: campus
has worked extremely well in providing :tttcntinn—gctring changes of pace,
especially after a brief introductory definition and analvsis of the issue to
be iHustrated by the tape essay.

e might be argued thar using tape cssavs again dchuwmanizes the stu-
dent by nmking him a passive recipient of information, albeit information
and experience with which he is familiar. This cricicism would indeed
be true if the tape essav were used as an end in itself. The tape cssay,
however, funcrions ag a starting point through which the student may
begin to recognize the value of the situation as he relates to it.

I have found that the use of the tape essayv in freshman composition
courses has four distinet advantages in l)cginning a process of humaniza-
tion.

I. The student is no longer reading or listcning to the words of ciry
officials, college administrators, students, crc., who are geograph-
ically or situationally removed from him; he cannot slough off
the issue as not applving to his situation,

2. The rape essav, when ceastructed o last for the encire class
period, does not force the student to take an immediate seand in
class discussion but provides excellent stimulus for writing  his
reactions and for considered reactions at the next class meceting.

. Since the well-constructed tape essay: presents several vicwpoints
and embodics several contentions abour any issuc, the student has
cnough material to work with in m'gnnizing his thoughes for
writing or discussion,

+. The continuity of the fragile rapport berween teacher and class
is preserved by not importing cxperts but by having the tape
presented by the instructor.

d

That studenes have responded well is evident by overall improvement
of thought and form in their themes and class discussions. They have,
with very few exceptions, spent more time m'g:mixing themes and rebuttals
Or comparisons to tape essavs. They have consistently provided better
substantiation for their points, and have become more willing to listen to
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others and to draw from their own personal experiences as cvidence for
their contentions.

The tape essay is not about to replace the instructor in the classroom.
The questions and discussions which have arisen as a result of the essays
have demonstrated a considerable lack of understanding of issucs and
information about which students are generally thought to be well in-
formed. When the issuc is presented en their home territory, they arc no
longer able to assume that if they were in New York or Chicago they
would 2understanc, but since they are not, they need not understand. The
essays have opened avenues for discussion whiclh were nor being opened
by relevant but not relative material. They have allowed for discussions
of rhetoric and principles of speaking, writing and arguing which are
extremely difficult to illustrate by using a standard text. They have also,
happily enough, increased awareness of the necessity for cogeney and
preciston in diction and exposition.

It has raken, on the average, about six hours to make a fiftv-minute
tape essay. This estimate includes the time spent writing to and interview-
ing public officials, police officers, drug addicts, students, active members
of civic and professional groups, and college administrators, as well as time
spent in preparing the continuity and rhe actual taping. T have found suffi-
cient improvement i student writing and discussion to consider the time
well spent.

The case of taping with portable cassette recorders, and an offer to
allow the person being recorded to hear the entire tape before its usc, has
madec it relatively casy to gain intervicws and help. Students themselves
have frequently taken the recorder to interview a student unknown to me.

I do not suggest that the tape essay is the answer to the problem of
dechumanization. I do suggest, however, that it can be used as an effective
tool in the process. The very fact that the trouble has been taken is indica-
tive to students that a tecacher carcs more about him than his tuition.

- Old Dominion University
Norfolk, Virginia




Sumery MecCaxiaton

From Collages to Poetry

The innovative English teacher is constantly in search of new rools to
reach that unmotivated student, 1 was scarching for just such a means
when T observed some collages done by our art department. One specific
collage captured my attention, The brilliant hues and colors which at first
appeared as a massive blur blended to focus on a central theme. Slogans
and rclated words were superimposed upon fragments of picturcs of
Buicks, Fords, Volkswagens, and hot rods. As T obscrved the intermingling
of the visual imagery with the verbal, the thought occurred to me, What
intcrests the average human being? Himself! Since literature motivates
the individual toward sclf discovery by integrating all aspects of life, 1
decided to utilize the versatility of this medium by assigning my scniors a
collage entitled “I Am.” Perhaps this would encourage them to ask them-
sclves, “Who am I? Where am I going? Where did I come from?”

When the assignment was made, the usual questions of size, types of
pictures, and permission for this or that werc asked. Explaining that this
was not to be my creation but theirs took more ingenuity than any other
aspect of this unit. This particular class nceded the suggestion that a male
including a picture of a female would not be indicating feminidity, but
rather that every man nceds a woman to complete his world. Any image
could be placed on this collage that literally or symbolically represented
a part of their lives, The student placed his name on the back of the col-
lage to keep observers from prejudice,

Excitement ran high the day the collages were turned in. Everyone
was curious about who was who. Placing the collages on the bulletin
boards, on the wall, and along the blackboard kept-the students (and the
teacher) from discovering the author. Each student moved around the
room trying to decipher why this picture or that word appeared on the
collage and what student in this classroom would ever consider that a part
of his makeup. After notes and questions had been jotted down, we dis-
cussed each collage. It is not casy to admit you are human, but I wanted
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to  discover along with my students who represented himselt i 1y
manner. The nnl\ Way to do this was for me aot to peek cither, We dis-
ulsscd il p.ntlull.n u:li.mc which had a brighe vellow circle, similar o
the sun, for a center. Per ]nps this 1cplcscntcd a parr of the student which
is cnergy not vet discovered. One student said thae perhaps ic could sug-
gest the cternal life force within the individual. Another suggested that it
lmght be love for all mankind, since the geometric form of the circle
which has no beginning or end could be representative of che eternal
nature of love as a concept while the sun imagery might represent the
burning force of love, We discussed the individual experience of love,
Could love be annihilated, or could it be diverted into another channel by
ﬁnding‘ a different receiver? There were two possible aspects of “burn-
ing” svmbolized by the sun imagery; therefore, we contrasted the bene-
hual attribute with the destructive attribute, We realized the artist may
not have consciouly placed the sy mbol there. for all of these reasons, but
we were .1ppl_\mg to our collagcs T.S. Eliot’s statement about poctry:
“What 2 poem jcollage]| means is as much what it means to others as
what it mcans to the author.” The inr(‘rprc tations, with the varicty of
responses, in several instances gave the artist more insight into himsclf.
This introspection was, after ail, the objective,

Another creator represented himself with a brick wall and some ﬂ()()l
tile, along with some brighter images. Surprisingly cnough, the students
had lictle dlﬁ1ul]t\' ldcntlt\ ing the h()\ He had been walked on in several
love affairs and therefore shut part of himsclf aw ayv from cvervone, in-
cluding himsclf. This particular creator scemed relieved to cxpress his
inner thnughts so that he was recognized. He quickly acknowledged his
creation with a shy grin and, “V cp' That’s me!” He has been more re-
sponsive since thcn, not only in class but also to his classmates outside the
classroom. —

Considering this as a prewriting assignment, we decided to see what
we could do with this art form. Each took his collage and wrote a
minimum of ten sentences in a column, cach sentence beginning with “1
am.” Moving around the classroom, I noticed that several of the lists
would make excellent poems. After a suggestion that the “I am’s” be
marked out, the students rearranged the lists until there was cither a pyra-
mid stvle with the summary at the end or an inverted pyramid stvle with
the most important thought first. Then it was time fur the announcement:
“You have just created the first draft of a poenm.” Looks of astonisment
and exclamations of surprise filled the room. They could not believe
writing poctry could be this casy. .

No, we did not discover a Robert Frost or an e.c. cumniings, but we
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Jdid break down some barricrs, "I'he first barrier o b was rthe tyvpical
teenager’s, “Nobody understands me,” As o classmare seemed awed ar
the author's insight o ~urprised ac this side of g peer that the observer
never suspected, cach student fele a sense of individual accomplishment,
The sccond barrier broken was a fear of wWriting poctry,

These rough drafts of their pocms were duplicated so the group
could work together at refining chem. Another tcacher volunteered to
assist with the reworking of the original lists. Tt became questionable in
soime instances whether the original or thc-rcwurking had clearer im:lgcr}'.

Original Reworked
On fire with desire, An escapist is a connisseur of
A connisseur of the dark and the rnvishing dark;
ravishing, Now, on fire with desire;
Tired, down and out, Then, tired, down and out.
An escapist.
Old fashioned, I 'may be old fashioned,
Young, But I'm voung and gay
Gay, And little girlish
Emotional, In a feminine way,
Little girlish,
IF'eminine, Tender and giving,
Loving, In love with Jife,
Religious, [ hope to make
Famvin Jove with life. A loving wife.

We did learn to use cconomy of language and to use more poignant
arrangements.

Popular achlete I believe in love and peace,

Under 21 But I don’t wane wild things to cease.
\Watchful? Hot cars turn me on;
A hushand? I’m a member of Dodge Scar Pack.

I like girls’ shapely legs! Beep! Beep!

Hot cars curn me on. I'm gone.

A member of D()dgc Scat Paclk

Beep! Beep!

I'm gone.
Believe in love and peace,
I don’t wanr wild things to cease.

A happy man, Happy lover of
A lover of dancing, Dances, music, learning.
A music lover, I'am peaceful, curious.

A Icnrning man,
A peaceful but curious man.
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Some of the students were more soul sc:u'ching than others.

I am inhibited to degrees, inhibited, hilled with emotions,
Filled with mixed emortions, Unhappy at times,

Unhappy at times, full of life, Though full of life.

Lonely and popular. ILonely yver popular,

I am one and the same. [ am uniquely ME.

I am unique;
Iam MLE!

As T watched the interaction of these imaginations, T became aware
of how negligent [ had been in the classroom by not utilizing the visual
imagery that the mass media have infused in every phase of our com-
munication system. Only through the frecing of this imagination can we
lcad the student to the humanness that we seek in our contemporary
world.

Fevangel College
Springfield, Missonri




ArreN Berarnr

Gordon Sliwinski

One day Gordon Sliwinski silenitly walked out of the classroom, into
the hall, and slowly proceeded to smash the tightly-screwed coat hooks
off the wall, one by one, until his bare fist was bloody.

Gordon was sort of a quict boy. In our school we were scated accord-
ing to the marks we made on our Tast report card. Gordon sat in the last
scat 1n the last row next to the raciyror,

The scats we sat in were bou. o the floor. Gordon could sce the
back of everybody’s head. Those wuo sat in the front seat of cach row
could examince the cracks on the blackboard.

Oncc in a while Gordon would raise his hand and wave his arm, but
the teachers always called on somebody clse. Sometimes 1 wondered if
they couldn’t remember his name, or if thcy couldn’t sce him in the back
of the room, or if pellmps they just didn’t know he was there,

Onc day, though, in Enghsh class in seventh grade we were “learning”
poctry. Thc whole class had to memorize “Trccs” —we had to know the
jargon and even the puncruation marks as Joyce Kilmer or his printer
rccorded them.

We were startled when the teacher called Gordon to go to the black-
board and write the first two lines. He made the long walk from the back
of the room and slowly wrote those indclible lines, misspelling the word
poein.

“What'’s that you spelled?”

*Poem,” said Gordon, a little sheepishly.

“That is not poen:! That is peorr. PEom you’ve got there. The word
is poem. POcm, Write it correctly!”

Gordon wrote it correctly.

That happened in seventh grade. Toward the end of cighth grade
Gordon learned that he would not be going on to high school with his
Fr}:mdq He had failed Jt was then that he made hiv attack on the symbolic

ezt hooks.
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That was tweney years ago in a school in a goud seerion of a city
upstate New York.

Classroom practices have changed in twenty vears. They are not
quite so dchumanizing.

Instead of scating children by their report card marks we group them
by their nbil'ir‘\'.

Instead of overlooking individual differences we mercely speak about
them as we go about using uniform books and giving uniform exams and
asking the same uniform low level questions of all in the clagsroom.

We talk about the need to have an audience for oral communication
and then, when reading a playv, we have those without parts sit with their
boolks open, reading along—cven th()ugh we know from observation and
thirty vears of research whar the good readers and the poor readers arc
really doing.

We tlk about the need for clearly: defined objectives and purposes
and then, without paving any heed whatsocver to presenting clear or
mcaningful objectives, we assign students to read pages 80 to 100 for
“homeworlk.

We chatter about tailoring the curriculum to meet the needs and in-
terests of the children. But, in actuality, except for a few token nods in
their dircetion, what we do reveals that we are really: more concerned
about our own interests. IYor it is the rare school or syvstem that invices
students to participate in the sclection of the books they will use as
CONSUNICES.

And we simplyvignore the vawning gap that exists between the maga-
zines boys and girls like to read and the magazines purchased for school
libraries.

The curriculum has beconie more masculine now; increased attention
is given to little boys.

But we are quite selective in the giants that we let bovs and girls mect
—and while we arc now agreed that all children should be familiar witch
biaclk writers and heroces, we are not vet prepared to accord similar respect
to Mexican writers or Indian heroces or to the giants of all minority groups.

Today there are more teachers who, with classroom ights low, in-
cense burning, children seated in a circle, make a happening out of read-
ing poctry.

But there are still many who are not concerned about creating an
atmosphere conducive to learning poctry or anything else. In their
armosphere-polluted classrooms the children no longer sit in chairs bolted
to the floor, but their thoughts are bolted down as they still sit quictly m
rows, onc hehind the other, u_n—rcading unmeaningful pocms,

ERIC
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Now we have decided that perhaps the onc-room schoolhouse wasn't
so bad after all and have ungraded schools and student-tutors and para-
professionals,

Yes, indeed, there have been a great many changes in English class-
rooms and schools during the past tweney vears. Some of these have been
physical. Schools have knocked down walls, set up modular schcdu]ing.
litémll_\-‘ made the Iihrnry the heart of the building. Yer some walls, per-
haps the most vival and impeding, remain standing.

Onc of the more subtle physical changes, though, relates to the coat
hooks that used to protrude from the walls into the corridors. They are
gone in most schools. VWhat this means is that all the Gordon Shiwinskis
must ind—and are finding—other wavs of releasing their pent-up frusera-
tions and silent violence afrer yvears and vears of neglecr, indignit_\', and
mutilacion.

T'he University of Alberta
Edmonton, Alberta, Canada



Grne Sranrorn

- Individualized Response to the Shost Stery

Study of fiction has traditionally comprised reading the literary worls,
discussing in class its various aspects, such as plot, character, theme, setting,
imagery, and symbolism, and then—if the teacher feels a Writing assign-
ment is necessary—choosing one of these clements and toiling over a paper
on somthing inspiring like “The Use of the Color Green in Lord of the
Flies.” The valuc of this approach for some students cannot be questioned,
if for no more rcason than thac they will have to do it in college (though
this has never really been explained to my satisfaction),

But for a Jarge number of our students, I venture to say a majority,
there is not always a need for them all to read the same work and discuss
it together or to write the types of scholarly papers we require of the
college-bound.

[ have had great success in a two- or three-week unit on short stories
by making available to students a large number of stories to choose from
and a long list of possible things to do with the stories. It is casy to supple-
ment a basic anthology~I particularly like Boynton and Mack’s Intro-
duction to the Short Story (Hayden)—with inexpensive paperback col-
lections such as Ten Top Stories, Taventy Grand Short Stories, Ten Mod-
ern American Short Stories (all Bantam), or Point of Departure (Dell)
which cost only from fifty to sixty cents. From rthis wide range of
possibilities, students can be asked to read at least ten storics—or five or
thirty, depending on time and ability. (If you shudder at such lack of
direction, then require five stories that you consider ecssential to the
development of literary tastes and let students choose the others.) Give
them a list of possible activities based on the onc below—you will surely
think of others to include—and cxplain that they are to choose which
activities they wish to complete, with a minimum of two (or three, or
ten) required:

1. Write a "T.V. script for onc of the storics you have read. Either turn the
script in or assemble a cast and read it to the class.
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A¥F)

16.

17.

18.

19.

20.

Imagine vou are one of the characters in a story yvou read and wrire a diary
about vour rthoughts and feelings and the cevents in your life.

\Vrite a letter to a character in a story vou have read, giving him advice.
For example, how would vou suggest to Daisy (A Start in Life”) rhat the
Kruses are not being cruel but that her problem lies within hersel £?

Put a character from a storv vou have read into a totally new setting of
vour invention and tell how he would react in those circumstances. Can
you imagine, for example, how Daisy would react if suddenly clected Miss
Tecnage Amcrica?

Write your own short story. ,
\WVrite a short storv and tell the class how yvou did it, why you chose the
various characters, the sctting, the particular point of view, etc. |

Rewrite a passage from a story you've read from as many points of view as
possible.

Compare two characters—cither two from the same story, or one from cach
cf two stories.

Read several stories dealing with the same theme. See the teacher for sug-
gestions.

Spend all of your time reading. Read as many stories as you like and submit
a list to the teacher, including vour personal reaction o cach.

Discuss a story that you liked (or disliked) with the teacher. Or with the
class. Or with another student.

Compare a story you liked to one you disliked, explaining why.

Compose an imaginary encounter between two characters from different
stories. What, for example, would be the result of Paul (“Paul's Case”)
being trapped on a blind date with Daisy (“A Start in Life”)?

Don Wolfe has stated that “a short story is a study of two parts of the
same hero, one part of him at war with another.” Demonstrate how this is
truc in stories you have read. OR: Describe a time in your own life when
two parts of you were pulled in opposite directions.

Choose a character and tell what you would have done in his place, giving
reasons for your decision.

Describe a character completely. Collect your data by filling in a chart with
three columns headed “Detail from the Story,” “What Detail Reveals
About the Character,” and “Mecthod of Revealing Character” (what he
says, what he does, what others say about him, ctc.).

After determining the theme of a particular story, attempt to prove that
it is a valid or invalid way of viewing the world. For example, if the theme
of “By the Waters of Babylon” is that human beings can cause their own
destruction through their insatiable curiosity, cite cvidence from your own
knowledge of the world that proves this true or false.

Write a new ending for a story you have read. Consider what other
changes must be madc in the story to make your ending logical and how
your ending would alter the overall meaning of the story.

Is there a character in any story yvou have read who is siniilar to someone
vou know in real life? Describe this person, pointing out the similarities to
the fictional character. '

Explain which character you are most similar to.



28 CLASSROOM PRACTICES IN TEACHING ENGLISH—1970-71

21 Assemble a collection of newspaper clippings on which short stories mighe
be based, explaining how vou would develop them into a story.

22, Imagine vourself to be the writer of an advice-ro-the-lovelorn column

(such as Ann Landers). Compose letrers from several characters stating

the dilennmnas they face and furnish an advice-filled reply to each.

Hlustrate a story vou liked with photographs—taken by vou or clipped

from magazines—or with a drawing or painting by you.

24. Construct a collage to illustrate the theme of a stora vou enjoved.

25. Sce the theme of a story to music, written by vou or adapred from other
sources.

26. Nake a film of a story.

27. AMlake a sequence of slides illustrating a story. Combine them with film. Or
taped music. Or borth.

28. Lxpress the theme of a story through a dance yvou have devised vourself,

29. Spend a day being a characrer that vou partcularly liked or disliked.
Describe the experience.

30. Devise your own acriviry, subject to the teacher’s approval.

[
kv ]

How, you mayv demand, can I possibly- give the same grade to a stu- -
dent who merecly writes an Ann Landers letter as I do to 2 student \who
pninstakingly constructs a short story of his own? Is it fair for a student
who does an excellent job of telling how he’s similar to Charlie Gordon to
get the same A as one who does an excelient job of grappling with the
theme of “Young Man Axelbrod:™ If vou are convinced that grades arc
important, yvou will undoubtediy manage some way of weighting the
vaaues of the various activities so that the “harder’” ones carry more credit
—and you will thereby ruin the finest feature of the cxperience.

On the other hand, if vou feel that the student’s personal response to
the sto'r.\' is what matters, and that we each have our preferences as to how
we want to express that response, vou will see that each of the activities is
of equal value and no statistical gyvmnastics will be necessary. What
counts is that the individual student has been given the chance to read
what he can like and to deal with it in wayvs that arc uniquely his.

Boulder, Colorado




Jrax MoANDREWS

Tapes ard Interviews

This year, as I was previewing the filmstrip and record “An Interview
with Henryv David Thoreau,” two ideas occurred to me: that Benjamin
Franklins Autobiography would lend itself well ro this treatment, con-
raining so much facrual information about his times and about Franklin’s
opinions on so many subjects; and that students could mterview ecach
other in the same fashion.

My classes had just read and discussed the Autobiography, so it scemed
opportunc. After my classes had scen the Thoreau filmstrip, I asked my
sccond period class if they would like to tape an interview with Benjamin
Franklin instead of taking a quiz on his Awtobiograpby. I had a sort of
sneaky, hidden motive in singling out this class: They hadn’ct been re-
sponding satisfactorily, and 1 hoped ro stimulate their interest by making
them feel they were special. They chose to make the tape.

I explained that the time for our production would have to be Iimited
to the two days that my other classes would be raking the quiz and going
over the corrected papers, so it would have to be well-planned and
exccuted. We held nominations for the bov they thought should take the
part of Franklin. (They didn’t choose the boy 7 thought would be best, but
[ found their choice was a good one.) The loser was given the consolation
prize of being the narrator, who would introduce and closce the interview.
Another boy volunteered to find and bring to class some appropriate music
on his home tape recorder to begin and ¢nd our recording. I asked two
of my best writers to do the introduction, a brief account of Franklin's
life and accomplishments, and the closing, a resum¢ of his importance to
his country. 1 rold the rest of the group to bring to class the next dav a
question they would like to ask Franklin, with the answer copied ver-
batim from his Awtobiography. Each student would ask a question. I
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warned them there was one quiestion they couldn’c ask: “Why did thev
call you the Water-American when you were in England:™ (1 was afraid
I would have thirty-four Water-American questions if I didn’t.)

The next day the students brought in their questions and answers,
and we decided the order in which they should be asked, numbered them
and assigned the numbers to the proper person. The intreduction was
number one, and the the conclusion was thirev-four. There was just about
cnough time left in the period to determine where to place the recorder
for Benjamin Franklin and his intervicewers, and the tape unit with the
instrumental music.

That night 1T took the numbered questions and answers home and
typed a master plain in triplicate, indicating the music, the narrator’s
speeches (introduction and conclusion), each student’s (question according
to its number, and Benjamin Franklin’s replies. One copy was for the
narrator, one for “Benjamin Franklin” and one for me. In the meantime I
had made arrangements to borrow a tape recorder from the languagc
lnbomtory-

When the class arrived the nexe morning, it took only a few minutes
to hand back the studeres’ questions and answers, line them up numeri-
cally, and place Benjamin Franklin and his microphone and recorder, and
the narrator and the home-recorder with the taped music (Cesar Franck’s
Concerto in D minor) where the intervicwers could file past and ask their
questions. There would be just cnough time in the period to complete the
interview, as the finished tape would run about thirtv-five minutes.

I should liike to be able to rceport that everything went smoothly and
we met our time schedule, but a number of technical problems carried us
into a second day of production. The next day we tried again, and this
time cverything went off without a hitch,

Benjamin Franklin had come off the page and become a human bcing.
And the cooperative cffort of producing this tape gave the class a co-
hesiveness it had lacked. The word got around: another class has asked to
make a tape of Yankee from Olysnpus.

I1

The second effective practice involved student interviews. The plan
was to have each student interviewy another, writing up the interview as a
composition assignment, and then, in turn, be interviewed by still another
student, so that at least two contacts per student would occur. To eliminate
students intervicwing their buddies, I numbered slips' of paper with the
number of students in the room, and each one pulled 2 number, The odd
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numbers interviewed the nexe highest even number for fiftecen nunutes (1
interviewced 2, etce.), then the even numbers interviewed the next odd
number (2 interviewed 3) for fifteen minutes, raking notes to be used for
writing their article.

In preparation for this period of interviewing, 1 asked the students to
read an interview in a sports nugazing, movic magazine, or newspaper, and
jot down some questions which secemed to bring out the persenality of the
subject or give some insight into his character. "T'hese we listed on the
tlackboard as a guide for the student interviewers. Then I read aloud to
the class the beginning paragraphs of some interviews 1 had gathered from
different magazines, and the class discussed what the aurthor had ac-
complished in his introduction—aroused intrerest, gave background in-
formation, cte. Next we looked at concluding remarks and analyzed what
made an cffective ending. The models and our discussion were cnough to
gct them started o a kind of writing they had not done before.

After the interviews were written, each “subjeet” proofed the article
about himsclf to catch any errors or misstatements before the papers were
handed in. I read and commented on the papers and handed them baclk to
be made into a final copy, which [ taped on a big blackboard in the back
of the room, for scveral days the center of attraction for most of the
juniors in the school. Onc interview with a forcign exchange student was
published in the school newspapecr.

I think I accomplished my objectives: to pull the class into a tighrter,
more closely knit, harmonious group.

North Pocono Junior-Scuior High Schaool
Moscorw, Pennsylvania




Guy DiBiasio

Brainstorming: Facilitating Wri!ing and
Developing Creative Potentinl

Though much has been said about the teaching of writing, no clear
mcthod has emerged as the most successful. Rescarchers have suggested
that extensive correction of cssays, teaching formal grammar, writing a
theme a week and other variations of these approaches do not, in facr,
make better writers. Some sucrqcstmns have been made, however, which
t0 me appear to he pointing in the direction of nnprmmg writing., One
of these suggestions, made by Janet Emig in the 1all 1967 issuc of Research
i the Teaching of English, is that the ego-strength of the wrirer, usually
ignored, is an important factor in the writing process.

Daniel Iader supports this pointin Hooked on Books,! suggesting that
teachers be more interested in returning cssavs with written praise of the
favorable aspects ruther than with written comments only about what is
wrong. Certainly the latter can be destructive to the sensitive ego of a teen-
ager who is experiencing difficult educational and social adjustment. Te has
also been suggested by several researchers chat students can learn from
ach other. James Moftett puintq out that in the teaching of writing, stu-
dents should have an opportunity to exchange papers, thus hclpmg to
facilitate “learning from cach other.”

The search for a successful “method” of teaching writing—that is, a
method which will result in significant, meaningful growth in che ability
to write clearly, concisely, and with grammatical correctness—appears to
be leading in the direction of group work and the creation of an atmo-
srmcrc frcc from the threat of external evaluation, a climate cmplnw.mn'
the 1mp(nt¢mLc of self or internal evaluation. The most important con-
sideration in the procedure outlined here is the ability: of the teacher to
create an cnvironment characterized by Carl Rogers as providing psvcho-

Danicl Fader and E. B. McNeil, Hooked on Books (New York: Putnam’s, 1968).
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logical safery and psvehological freedom. The latter means acce pting cach
mdn idual for what he is, providing a climate in which external evaluation
1s absent or at least not a threat, 1 hc former means creating an armosphere
of freedom of svmbolic expression, which should not be construed as in-
dulgence or softness bue rather as permission to be free.

The method suggested by these considerations is based on che tech-
nique called “brainstorming,” a term first used in 1939 by Alex Osborne
to describe a group approach to the solution of a specific problem. Brain-
storming, individual or group, is problem-centered and is characterized by
the production of a quantity of ideas, deferred judgment, the acceprance
of any idea lcg.ndlcss of how wayv out it appears, and striving for com-
binatien and i improvement of the ideas. The method can best be illustrated
by an example. This approach to w riting may center on fiction, nonfiction,
or newspapers used in the English program. For the purposcs of this ex-
ample The Diary of Yowng Girl by Annc Frank is used. The problem for
this brainstorming example was suggested in Hooked on Books. The
procedure:

1. Groups of four to six students are formed. A recorder may be appointed by
the teacher or by the group, or cach member mayv jer down his own 1dc1s.

2, The hr‘unsmrmmg pml)]cm is presented. Sev eral p()wbllltlcs

a. In what wav is Annc’s st.ltcmcnt “For in its innermost depths vouth
is lonelier than old age,” pertinent to your own life?

b. What would lnppcn if we allowed the dev clopment of hate groups
such as the Nazis in the United States?

c. Arc the words prejudice, scapegoar, and auti-Semitisin applicable to
our socicty today?

d. How can the current world situation be compared with the world
situation at the time Anne wrote her diary?

c. Anne states “the little man”—the average citizen—sh-res the poli-
tician’s guilt for the war. How can the average citizea of today make
his opmmn knov/mn in matters of nattonal interest?

These questions are broad and thought-provoeking and are, of course, valu-
able only if the book has been carefully read by students and if students are,
in fact, interested in the problems raised by these qucstmns The study guide
in Hooked on Books was prepared by Ann Farnell for junior high school
students. Obviously, many -other lltcr.n\ works or other fictional tvpes
which appeal ro different tastes and which are suitable for different abilities
may be used.

3. The problem now becomes the basis for l)mmstormmg and students try to
come up with as many ideas as they can. The teacher is available to answer
questions, to facilirate the brainstorming, or to guide the brainstorming
sesston as nccdcd As studenes brainstorm, they cry their ideas on other
studcnts. and if an open environment has been created by the teacher, wide-
ranging ideas may flow frccl\' After one or two pcrmds of idea productlon,
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during which time no attempr has been made at evaluation (the principle
of deferred judgment), the ideas produced are critically examined by the
students and combinations and improvements are sought.

4 Each student can now write a preliminay draft, conferring with other
group members and with the teacher on mateers of logic, clarity of expres-
sion, usage, and grammar, Finally, when the student feels he is ready to have
his essay evaluated, he may submit it to his teacher for critical evaluation.

5. At this point che teacher may make several options available to the student:

a. Evaluate the essay and return it with a grade.

b. Make suggestions for improvement and grade the essay after im-
provements have been made.

c. Have the essayv read to the class, with students expected to make con-

structive cominents.

d. Submit the essay to a panel of student readers (this duty could be
rotated among the different Lrainstorming groups), with the teacher
rcvicwing the student evaluations.

c. A final possibility is for the teacher to allow che student to indicate
if he wants the essay to be graded. This point, as well as others, is
based on E. Paul Torrance’s recommendation that students need to be
given opportunitics for practice awithout evaluation if creative poten-
tial is to be devclopeg.

It should be stressed at this point that teachers should not become
overly concerned about the errors which are bound to occur in student
writing. It is my attitude and experience that if students can be really
turned on or can be motivated to want to communicate their ideas and
attitudes, they will ¢ luate their own _material (with some guidance and
help from teacher und peers) and strive on their own for improvement
in writing,

The mention of grades may appear inconsistent with the procedure
described, and certainly a teacher who is in a school system which has
abandoned the practice of assigning grades is among a fortunate minority.
However, most school systems still require teachers to grade students and
the options listed above are simply in keeping -with the prevailing practice
—which, fortunately, can be humanized to the extent the teacher is willing.

It is apparent that creating an open cnvircnment cannot be an occa-
sional activity of the teacher but must involve a basic commnitment to a
philosophy of education which emphasizes the involvement of the student
in a creative learning environment. Carl Rogers suggests certain assump-
tions which underlie the philosophy of education which permits psycho-
logical freedom and psychological safety:

1. Human beings have a natural potential for learning.
2. Mecaningful learning takes place when the subject matter is perceived
by the student as having relevance for his life.
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A )
.

Learning can be facilitated when the student is allowed to participate

responsibly in the learning process.

4. The most pervasive and lasting learning is that which involves the
whole person—the feclings as well as the intcllect.

5. Creativity is best facilitated when self-¢riticism and self-evaluation arc
primﬁry,'rather than evaluation by others.

6. Learning the process of learning—a continuing openness to experience,

an incorporation of the process of change into oneself—is the most

socially useful learning.?

A brainstorming approach can be only as successful as the teacher’s
commitment to the procedure. I can offer protection to the sensitive cgos
of maturing adolescents as well as facilitate the development of creative
potential. Researchers in creativity have suggested that the brainstorming
approach can help to free students from conventional ways of doing things
and solving problems, can help students restructure their perceptions of
their environments in unusual ways, can free students from some of the
conventions which hinder social pmgrcss—in short, can help students think
and act creatively.

University of Rbhode Island
Kingston, Rhode Island

2pdapted from Carl Rogers, Freedam to Learn (Columbus, Ohio: Merrill, 1969),
pp. 157-164.




Do~ Borr

Turning Them On to Themselves

Here in the boonics, like ceverywhere, the Establishment blows irs
cool if cverything’s not Mickey Mouse. Real movers stay loose, or they
flamc out. This is why any teach who doesn’t live in a tree and really
wants to teach and reach has to put the big E on, meanwhile shooting the
straight skinny to students.

Three! all-time techniques that won't gross out the bosses really hang
in theie with students who've decided they want to make it with life. Let’s
call them (1) davdreaming, (2) description, and (3) discovery.

It's common that students have decided thev're burnt out on educa-
tion in general and English in particular; after an empty experience aceing
cribs and flagging bears, it’s casy to understand why some students choose
to bag Zs in class racher than tune in to the teach’s flak, Most can flake out
with eves still open. :

A student who gets hung up in “class participation questions” with
cgg on his face from no slightest idea of what's gong on is that wonderful
missing link who provides a cool chance to brig in technique number
one, _

“Humm,” says teach, cooling it. “l.ct’s close our cves. Yes, every-
body.”

Students, jolted? by this command from their noninvolvement, do so
with reluctance. Youths are the real conscrvatives, and whenever SOP s

T*Three” is a number which, for some reason, works a peculiar magic in
acsthetics in general and English in particular, butr this number is here arbitrarily
chosen, not because of any supposed intrinsic value, but because ir effectively limirs
the scope of this work. If readers doube thae this paper represents work, thev should
try: working with a non-adule vocabulary; also—it'l] give some idea of the difficulties
students face in formal writing.

“Not only students, but also educators, need to be jolted. This is the purpose of
a humanities education. By introducing unrest into a closed svstem, changes are
brought about and, hopefully, improvements are consequenty made, Is hoped that
this paper will provide such a jolt that reflection nor reaction will come abour.
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abandoned, the students get shook. They resent departure from the way
it’s "sposed to be, and afrer the tcchmquc teach will have to invenr a tie-in
with content so students mayv placidly return to noninvolvement.

“Now, let’s take three dccp breaths,” commands teach. “Inhale .
hold it. L.\halc ... inhate . .o exhale . . . inhale.” In setting the communal
rhyvthm, teach should avoid lecting students turn biue.

“Oh, ves, exhale,” continues teach. “Now, let’s keep our cyves shut and
Imaginc a movic screen.”

Pause.

“Let’s keep our cves shut, and see ourselves on that screen. Imagine
how you look on a movie screen. Imagine what kind of clothes vou're
wearing—"’

Pausc.

“What kind of things yeu have in vour hands, if you have anvthing—"
Pausec.

“Sce colors. This is a technicolor daydream, not a TV rerun,”

Pausec.

“Now, let’s imagine something clse, perhaps someone clse, coming
nto your imaginary picture. Who or what is it? Let’s imagine whatever it
is with as much detail as we can”

“Now, ler'« all open our ceyes. Let’s take out a sheet of paper—do no1
put your nare= on it—and we're going to answer three auestions.” Thus
ends the trip.

“Number one. What did vou lock like on the imaginary movic
screen? Were vou handsome or beaunful? Put ‘ves’ by number one on
vour paper if vou were, and ‘no’ if you weren't.

“Number two. How were vou dressed, and what .. 1 vou have in
vour hands, i 2z thing? What color were vour clothes?”

A few students, if allowed, would pen a dissertation n answer to this
(question,.so teach needs to cut it off after whart scems cnm.i_ 1 time. Then—

“Number three. What was it that came into the picture that vou were
in? Describe ic.”

After another pause, teach orders the students to pass papers to the
front, and then teacher and class survey (1) how many like themsclves,
and how many don’t, (2) how those who like themselves have things in
common in the second and third questions, (3) how those who don’t like
themselves have things in common, also, but differ radically from those
who like themselves.

Students dig it the most because the technique is :ippnrentl_\-' non-
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educational.? It’s ungraded, which means there’s no punishment for crror.
It’s anonymous, which means there’s no embarrassment at being different
from everyone clse. They don’t think they learn anything.

Technique number two may be introduced as part of the usual bazz-
fazz about description, descriptive writing, or whatever it happens to be
called by the nerds who've laid it on us. Students arc challenged to describe
themselves (1) physically, (2) socially, and (3) categorically, using ap-
propriate textbook methods, but not using their names.

Again, the anonymous papers arc taken up, and—after careful pre-
viewing, and checking* with the individual student—two or three papers
are read to the group. A guessing game usually follows, with the proud
and sometimes bashful author participating, always to the hindrance of
students trying to “win.” _

This technique brings together the individual student’s idea of him-
sclf and the textbook version of how to go about describing something.
Knowledge becomes incorporated and shows in later work. Other valucs
will, as with the first technique, become apparent with application. Stu-
dents wake up to the fact that they needn’t be psychic door-huggers; they
aren’t burncd as losers always. They might cven decide Eaglish is a gut
course they can smash. Any student who thinks this way shouldn’t be put
down; the teacher’s attitude toward the student determines whether he’ll
come on strong or punt. Too many just let it go with a hook, as it is, and
teach is left with only the grade-grubbers and the dorfs to talk at.

To talk at, rather than with, is gum-flapping that accomplishes
nothing of lasting value. True, teach shows how smart he is, and grinds
get their lists of things to memorize, but that’s not where ir’s at. To xell
students answers, to spoon-feed predigested crud to uncaring minds, is a
job better donc by a teaching machine, if it’s worth doing at all.3

Technique number threc involves the student in what becomes a
source of enjoyment through growth. Technique number three encour-
ages the process of intellectual discovery.

3Educators who have cntered the realm of sclf-image psychology might see some-
thing more, cven with this brief description, and try-anything-once teachers will, in
using it, arrive at some surprising answers, if they let the students arrive at the needed
value judgments. '

4Littde or no coercion is needed in acquiring students’ cooperation for this tech-
nique, since the student feels he is participaring in a joke. Since the student whose
paper is selected is most benefitted by the technique, care should be used in choosing
the sclections. The standard teacher’s pots should be avoided, or much of the value of
the technique will be wasted. '

SInformation without applicability, without inter-relationship, without joy in the
finding and using, is empty. Educators must always be ready to show that what they
teach—content—has a vital relationship vo who they teach—people.
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Teach should practice being thouzhtful and/or bewildered, saving
“Hlummm . . . I don’t know. That’s intcresting, isn’t it?” The exploratory
manner demands that teach be more tran an answer-box while seceming
Iess than an authority on his subject. This poses a strain on the sclf-control,
since teach knows his stuff, usually, and is afraid to show ignorance, iest
big E cut out the beans, but it’s the only way to send students looking for
information. They’ll love teaching teach . .. and, more important, they’ll
love themselves for doing it.

Ranger High School
Ranger, Texas



Bosxie S, Tirney

Students Grade Themselves m Writing

It was a brand new course. (e section of the sophomore-level course
called “Intermediate \Vriting" was assigned to me, and, as a member of the
composition committee that had developed the course, I felt a special re-
sponsibility to do g good job from the f:lculr)' potrit of view. For the
students, 1 felt an additional responsibility: they should not feel that they
were, in any way, gctting an umicrdcvclopcd course simply hecause they
were the first crop through. The gencral objectives of the course were
clear and I felt fairly confident that I could keep the students from fccling
like guinea pigs.

But T couldn’t stop there. I wanted to avoid the usual problems as-
soctated with grades., M Vocontention was that in writing classes no grades
should be given until the very end of the quarter when the final grade,
required by the university, had to be assigned. My feeling was that a stu-
dent’s motivation to improve his writing should be based on cvaluative
comments and the intrinsic value of lmmving he was cmmmmicnting
better, not on a highcr—gradc—rlmn~lust—timc; that a student could want to
improve his writing withour neeessarily, mnking a highcr grade. Expericence
also showed that, once students looked at grades, they did not take in-
structor comments as seriously as they should. The only explanation stu-
dents themselves gave for this behavior was that the grade was the primary
motivating force, There had to be a wav to make writing somehow self-
motivuting, to malke impmvcmcnr its own reward. There had to be a way
to eliminate inter-student competition and encourage mdividual effore.

My proposal to the director of composition was a simple one: no
grades were to he assigned for any papers written, Evcry paper would be
carefully cvaluated and commented upon—occasionally by peers in addi-
tion to me. General evaluations would be made on content, form, cx-
pression, and mechanics by- putting an X along the appropriate line on g
nc'\\f]_v—dcvclopcd Lvaluarion Spectrums sheet, (Sce pages 42-43. The
linc for mechanics wag printed on the back of the sheet in an attempt to
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show that good mechanics are not good writing v, ve and vet to indicate
that poor mechanics can adversely affect commumication.) More specific
evaluative comments would be included where appropriate. At the end of
the quarter cach student would negotiate with me for a final grade. Stu-
dent agreement at the beginning of the quarter wouid be NeCessary even to
begin the procedure.

The proposal was accepted.

The students acreed on the first day vo all 0 conditions of the ex-
periment and, wico -wo notabie CXCCPUICrES, TUsponse rhroughout the
qu.irter remainced pesiTive. A few fnculry nmictinhiers C.oked on in snicker-
ing" skepticism, saving “you will indeed be sorrv L aar vou have given
up basic control oy - Hur classroom.”

I was never sn-rz'_; - Throughout the quarter, both rhe strudents and 1
expericneed and cexpressed a more relaxed atritude and construcrive ap-
proach to writing and cvaluation—primarily because a grade was never
the center of attention. Only the students’ WTItng \was being considered.
Students looked closely at the evaluation spectrums and read my comments
carefully. The number of student conferences was 200 pereent above most
other scctions of the same course—and con:crences in afl sections were
cncouraged more than required. Students became quire cffective as pecer-
crities and as sclf—critics—though they adnuteed. e cvaluating their own
papers was a bit traumatic. At grade ncgotiation time, only the “two
notable exceptions”™ madce unrealistic cvaluatiors of their work and un-
realistic requests for grades.

The method for negotiating grades needs o . 1ore explanation. After
the final paper had been submitted and evaluated, a personal conference
was scheduled. My first question to cach student was, “\WVhat grade do you
believe you have carned?” The second question was, “VWhy:” In the
process of answering these questions and discussing the :11'15\\'01‘5, the
student and 1 arrived ar the grade to be assigned fc - the quarter’s work.
There were wo failures and only one 1) in a class of twentv-three. .

The Hawthorne cffect might well have been operating. Even so, the
approach was cffective for this class. And more human and individual.
The students learned more about writing, it appears—and I was able to
teach more about writing.

Several of my colleagues (not the original skeptics) have asked to use
the Evaluation Spectrums sheet beeause they felt the no-grade concept
was a good one. Perhaps yvou will, too.

Colorado State University
Fr. Collins, Colorado
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ARTHUR ATKINSON

Inside the Classreom without Walls

My wife and T and baby went East on a summer visit to her family- in
upstate New York, Sitting on the front porch of her childhood home in
the Finger Lakes region, we were in contact with the whole of Farth
through electronic mcdin,.rcln.\'ing in old wooden rockers and sipping iced
tea at eveningtime in the midst of the world drama. For not only local
news came te that porch, but also news of the state, nation and world. It
took no longer 1o hear of Sharon Tate’s nwrder several states distant or
Icarn of the latest reports released from the Paris peace talks or Chinese-
Russian border disputes oceans and continents away than to receive gossip
about the town’s latest suicide attempt, robbed house or technicolor
description of who's sleeping with whom. We sat there plugged into an
entire planct through radios, newspapers and local grape vine, reclining
on that porch inside VicLuhan's global village, a village which is now
man’s classroom and which has no walls.

Then, by walking half a dozen steps inside to the parlor, we went to
the moon. Perched expectantly for hours watching the lunar landing, our
senses and emotions were extended clectronically via TV across space, $o
that each of us could experience with Aldrin and Armstrong the sensa-
tions of being in an alien land,

Contrast the above learning situation with the one provided by public
schools where classrooms have walls, walls which climinate involvement,
-thus impeding lcnrning. I'm not speaking of physical walls particularly,
but of boundaries created berween people and what interests them. You
know what I mean; teachers create them day after dav: TAKE YOUR sEATS
AND BE QUIET! '

But when students do thev’re tucked neatly away in rows, silenced
until allowed to tall in an unnatural, one-at-a-time manner, uninvolved and
isolated. T don’t think such students learn well. T do think it’s part of our
job to let them learn. To do this we ought to change, Change our ways of
running classes to more closely parallel the way students now learn,
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Why not let students’talk all ar once when it aids their learning® They
thrive on noisc and can casily sort out what they wane and need to hear,
When they're excited they can’t remember to raise hands and waic their
turn. T I‘IC\ want to sh()ut, arguc or beat their desks to punctuate a point,
or run across the room to talk more closely with someone who agrees or
disagrees with them. Why nort ler thems? Kids get excited; okay, ler them
go. It may look and sound like chaos, but it's not—it’s lc.unlm_{r

We could give students more mnhlllt\ . They don't have to sit in the
same scat cvery dayv or stayv in their desk all pcnnd If theyv're writing a
composition and don't know how to punctuatc a particular sentence, why
shouldn’t a kid go sic with a friend who does know how? The friend then
beecomes a teacher to his poorly punctu.ltmcr classmate. Plus, whx do stu-
dents have to sit in desks alwavs? They sit on the floor ar home to watch
TV why shouldn’ they do the same in class when reading, discussing,
watching a film or listening to a tape? If the floor’s dusty thC\ ' gladly
l)ring in old rugs. Just ask.

Silence and rigidity are deadly to teenagers. Both make them tense,
which is the way many students feel through much of the school dav. We
run schools in a linear w av: cevervthing in order, in rows, quiet, thmgs
done one at a time, with learning occurring through readine [ one word,
onc idea at a time, across the page in rows of letters, reau by students
sitting in print-demanded isolation in neat rows of desks).

Today’s students aren’t linear, thev’re acoustical. Thev're used to
many things hnppcninu’ at once, loudly, with excitement and movement.
T hc\ don’t fit into rows casily like we do. They like swirls and waves.
T hcvlc comfortable and alert in what appears to us to be mayhem but
which for them has an interior order. It’s the order of brunch and lunch
in the school quad, for example, where everyvone’s qmng cvery which way
but all get where they want to be; where conversations dart in and thmugh
one another, with radios and cassctte recorders turned on, kids fingering
and tmdmg guitars, others describing movies or races or partics or ﬁghts
with intricate gestures and inflections, using an intensity of cxpression
which we teachers would quite likely squelch in the (.Iassumm fearing
such excitement might create a dlsruptmn of dlsuplmc

Why not bring music into our rooms? Students live within it and
for them it’s like being in a hostile land when they’re without it A radio
or phonograph or both do wonders for a class. .\I_\' students enter a room
alive with music—zhbeir music. They read to it, discuss in groups with it
on, write compositions, take tests—there’s music going all the time when it
aids the class activity. True, the volume’s seldom loud enough to please
them for I retain the right to control the knob. Yes, it does cause some
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problems. If Janis Joplin’s in the middle of a seven-minute sonyg when 1
finish roll and want to begin class, I've got to hold off unti! she finishes.
“I’s a sin te stop a song,” students say, and I agree. (Would you have lect
anyone lift the ncedle on Judy Garland’s “Over the Rainbow” back in
1942 when you were a kid?) After all, I'm an English tcacher and what's
being said voday in rock lyrics through rock arranging is very definitely
poetry.

Music and mobility and excited, even boisterous talk let students be
more comfortable. I think comfortable persons learn better. Two years
ago at the high school where I work we tried having a member from each
department demonstrate in a faculty meeting what was taught in his par-
ticular discipline. And it was dreary! A tired and nervous teacher would
get up to very formally recite information about curriculum, methods
and departmental philosophy to the rest of us as we feigned interest while
fighting to stay awake. That’s what school is like for many students.

Contrast that with the faculty lounge or lunchroom during brunch
or lunch when teachers arc excitedly talking of classes, of what worlks and
what flopped, of new equipment, films, or of developing additional
courses. That’s what the classroom without walls 1s like. Noisy, many
people talking simultaneous!y, frecdor; of movement, food around, a
comfortable feeling among persons intently involved in exploring what
they care about.

If we could get this sense of comfort into our classrooms I think stu-
dents would learn more there. The changes suggested above would help.
They’d make class more liks the shopping center parking lot next door to
my own school, where each year more of our students choose to con-
gregate. It’s their lounge where they can smoke, drink coffee and socialize
freely, as we do in ours. This year some bright students are joining the
“hards” in that lot. And more than a few, bright and hard together, are
cutting classes, the boring classes, to spend more time over there. It’s the
classroom withont walls, which each month draws additional students out

of the rigidity of formal classrooms.
Clayton Valley High School
Concord, California




Davip P. Deararesr, Jr.

“I Ohey the Rules and Remain a Fool™”

In 1968-69 Carnegic-Mecllon University ran a half-day college prepa-
ratory program for a group of about thirty high school seniors. The stu-
dents came from schools all over Pittsburgh, spending their mornings in
the home high school and cvery afternoon on the campus taking an
English ceurse and a math course. They were all supposedly ‘“‘under-
achicvers”—a term they detested—bright kids with mediocre records; they
all fit the label “inner-city”; two-thirds of them were black. The program
was intended to motivate them toward college, and while it is a simplistic
measure of real success, about three-fourths of them in fact went to col-
lege, most with good scholarships.

My title comes from a poem written last year by a black twelfth-
grader who is now at Bryn Mawr,

AMERICA, LAND oF MisEry

America, I love but hate thee too,

I am cold, hungry and without shoes.
Why are you doing this to me,
America, land of misery?

America, I love but hate thy laws,
They are not in favor of my cause.
Why are you doing this to me,
America, land of miscry?

America, I love but hate thy schools,
I obey the rules and remain a fool.
Why are you doing this to me,
America, land of misery?

*This article is a shortened version of a paper given at the 1969 NCTE Annual
Convention in \:Vashmgton D.C. In the original presentation, poems were shown on
an overhead screen with the taped voice of cach student author reading his own work.
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America, | love but hare thy freedoms,

Why don't vou take them hack and keep thems
W h\ are vou d()ms_{ this to me,

America, land of nisery?

America, I love bur hate thy svstem,
It is not for me but for other men.
Why are vou dulng this te me,
America, iand of nmiserv?

My assumptions about so-called underachievers have a lot in common
with those of Jonathan Kozol or Herbert Kohl. And 1 guess the line ]
obey the rules and remain a fool” is ancther wayv of putting the tite of
James Hearndon’s book The 117 ay It Spozsed ro Be. ] assume that many
underachievers are bright kids who have never been able to fnad anything
good to do 1 a classroom, who have been turned off by alien rules instead
of cncouraged to express themselves, Such qcncmh/.:tmns probably apply
particularly to blacks. Ev cry black kid can tell vou his own horror stories
about the times teachers warned him rhav it is not nice to act oo black in
class. And it is a standard parv of a black’s growing up in America to
arrive at that moment of carcer-choice in high school and be advised not
to go into law but into carpentry or social w orl\, vou can read about that
in Malcolm X or Richard Wright, but it often seems chat there are as many
cxamples of the story as there are black kids in a class. In English, teachers
face a special and very difficule aspect of this gcm_ml pml)lcm how do
VOu correct gramimar acu)rdmg to the rules without giving a kid the feel-
ing that his own dialect is wrong and that he is therefore somchow in-
ferior? It’s tricky, even with all sorts of good intentions.

I thus arrive at a working hypothesis: the rules must be cased up.
Students must come to see that they already acrually can do work that is
good and i important (and teachers can’t fake this: teachers n.ast ger ‘nelv
be able to enjoy work that 7 dlows no tidy, conventional rule). Co  .cnce
and motivation are at stake, and underachicvers—especially blacks—are
not going to make it in a tough college without confidence and motiva-
tion. Middleclass whites have it different: the conveyor belt can carry
them through; they don’t have to exert much \\1[1 -power if they don’t
want to.

It is thercfore not adequate to think of bringing black underachicvers

up to the level of white middleclass students. They must bring themselves
to something bevond that: they must con‘;uousl\ decide that they want
college, and thcv must dcvclop the motivation to prcvqll over what they
find there. This is a big order, buc I hypothesize it relaxing the rules




“l OBEY THE RULES AND REMAIN A FOOL” 49

may give the classroom a kinder face than it’s had before, that students
may be encouraged to risk the perils of college if they come to feel thar
the classroom may, potentially, alow them to work out for themselves the
question of who they are instead of telling them to obey the rules and
remain a fool. Self-discovery, self-assertion must be the goals.

[n addirion to the usual theme assignments, | thercfore instituted as
one najor  ching (or lc.unmg) device something 1I'm sure many of vou
have tried—tie w ccl\l\ journzi. The basic guidelines are slmplc cach
week the student hands in several picces of \\()rl\, the 1 impor tant point is
that the work is absolutely anything the student wants it ro be—cribbed
poctry, doodles, math sssignments, cartoons, strings of cuss words, poems,
shopping lists, es<zys, cte. This work is never graded or corrected, but
simply recorded as handed in. Sometimes 1 made comments, but the prime
source of comment is the class itsclf, because early in the semester 1 began
to put on the overhead projector cach week some things that arc especially
good out of the journals, asking the author to read aloud his own work
and to answer questions from the class. The urge to write the journals
should thus come from the class, and the journals will be good or bad in
a given week in proportion to what kind of an urge the class has de-
veloped.

I now want to show you some things I've received in journals and to
make several additional pr(_lﬁ(, points with them. The first point is this:
slang and profanity can be beautiful; the sccond: black kids like to think
black thoughts, so why not let them? the third is this: a teacher gets some
plain good work from ]ovrmls Obviously, these categories are not
mutually exclusive.

Sldng and profanity arc beautiful. Black dialect is a rich and vivid
language, so why shouldn’t black students use it in an English class wherc
the teacher is probably proclaiming the importance of richness and vivid-
ness? Besides, blacks have the special advantage of Imowing two dialects,
because they also know the language of the white mainstream. Their
divided environment has made them lifelong linguists who can shife back
and forth between two linguistic worlds with effects that are often biting
and witty. Further, their background has made many black students think
‘;Cl‘lOLlS]\' .1b0ut language; they have a parncular culcural rc'ldmcss to re-
spond to certain features of a studv of language.

Here is a journal entry on drugs and drinking that is a relevant
illustration of linguistic awareness.

Today more and more v oung pcoplc find themselves gecting high.
The most common is mmkmg Reefer is another way of becoming
high that is becoming common. Heroin is finding its place too. Qut of
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all chese T have experienced Wy, Tpese are drinking and reefer or
bush. I like to ger high off of POty. The bysh high is a smooth mellow
high. It takes you through Plf-‘llw Of chgpges. It makes music sound
better to me. It’s slower and the instryMepes are more distinet. When
I'm high off of bush 1 like to Jten to j325. 1 could dig smoking about
four “dynamite j's” and liste®y to 74 yiles away. It gives you an
ouc of sight “peck jones.” TH megps iv makes you hungry. It can
make a bowl of beans taste 1X¢ steg¥ and mashed potatoes. When
you've layed off some bad buSh you e really do some square busi-
ness rapping. It gives you the pOWer to Plow any broad’s mind. “Grog-
ging” 1s bad too. It’s not mell®W 25 “sMake” bue it gives you a good
partying high. Grog some vod™ of gift "y rum or “bushead” and you
got a nice partying high. Drif‘kiug Jjust might have some slight after
effects. There are also anothft prley hice high. This one is from
nul’s. All thev do is make vo* yod. A here are some other ones thar
I haven’t tried and don’t plan 9 The ¢bo» pigh js a bad ching. 1 heard
it puts you through a lot of WSird cfalges. “Scag” is supposedly the
baddest. They say it fecls alm@%t a5 go©d 35 sex. Some of the dudes 1
saw that have a “jones” be in Preety pad ghape when they can'’t “get
over.” Those are the only w2¥y 'y i¢p to either from hearsay or
actual experience. 1 know yoU've bgen lligh off some drink before,
but I recommend the bush to y©u,

T hig entry is, I think, rather typical of the kind of work students do when
they work in the classroom with dial€Ct, they Are showing it off, enjoying
.itS conspicuous display.
Sophisticated and beautiful use Of lapg and profanity are supple-
mented by papers that explicitly the@lize abolt [anguage, as in chis poem.

MaskEgr \\/oRhs

As 1 sa. and listened

The words I heard had n® yeanjpg: _
They were words with m?%);5 to pide cheir meaning.
The people who used suc™! words “Wore masks
Masks of a pale white col©,

Words of 14 letters instc4 of 4

Emphatic, pulchritude, fO™hjcatign are masked words
Words of confused illysi®n,

Masked people speaking MAgked wOrds
Complicated, confused, {21 j]IusipNayy words.

Is vo be simple and direct Yting sePid?

Or do you mask your stuP!§jcy with masked words?

I could illustrate journal entries %y BlaCkpess almost cndlessly, but
1'd like you to loolk finally at a piec® that ¥ think would fare well in rhe
rather unpolitical atmosphere of an ﬂPperclass creative writing course in
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college., It caught my eye not only because it's strikingly good but be-
cause it s very dircctly about the subject of self-discovery. It argues by
implication my whole point in assigning the journal~that classrooms and
English teachers, whether in high school or college, must seck a saner
balance than they have in the past berween self-expression and rules.

To Wiioat It May Coxcern

As I peer though this window, [ see a reflection,

[ am hoping that the Window has a curve in it:

If it does not [am a queer figure.

[ can sce my face but there are two holes for eyes;
The eyes arc the window to my soul,

If they arc really absent [ have'a problem.

[ had better turn and look at a mirror with a flat facc,

Oh, no

To parapiirase: if a kid can’t discover his own image in the classroom,
he's in trouble, And cverything indicates that the new generation of stu-
dents—black and white—will not accept tamely the role of educated fools.

Black srudents will neither go to college nor perform well there if such has
been the burderi of their college preparation,

Carnegie-Mellon University
Pittsburgh, Pennsylvania



SterHEN GRAFE

Character Poems and Short Stories

“Poctry? Who cares about that stuffz”

Every vear the same barrier gocs up and the battle lines are drawn in
the classroom. Perhaps the easiest wayv out is to forego the study: of poetry
entirely, but that would mean unconditional suwcndc: On the other lmnd
there doesn't have to be a war.

Since students find some of the characters in short stories racher in-
teresting—cven being able to generate some empathy for them, might they
not find an interest in characters portraved in poems? Rather than have a
unit on poetry with one tenth-grade class, 1 decided to Intersperse SOmMe
character wms with the shore storics we were reading. Perhaps the stu-
dents could transfer their short story experience to characters found in
poems.

This was the general plan, Before handing out a duplicated sheet with
two poems by Edgar Lee Masters, T explained the kinship between a
character in a short story and a character in a poem, stressing that a poct
describes his character in verse rather than prosc. | pointed out that the
poct assigns traits to his characters just as the fiction writer docs. 1 also
cxplained, however, that we would at all times concern ourselves primarily
with people described in poems, not with plot or climax as in short storics.
[ emphasized that just as an artist uses paint to create a person, a poct
uscs words.

After handing out the Masters poems “Walter Simmons” and “Elliott
Hawkins,” I read onc of the poems and asked the same questions about
this character as I had about those in short stories: What are the strong
points of this person? What arc his weak points? What did this person
accomplish or hope to accomplish? What arc his ideas? What would Vou
do in this situation?

Slowly there were cracks in the anti-poetry barrier. Some of the stu-
dents began to respond to my questions and to scc that poetry can be
pamlcss In short, their interest grew as the transition was made from
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short story characters to characters found in poems. For the remainder
of the short story unit, [ used a few character poems by Masrers, Fdwin
Arlingron Robinson, and others, including “Maud Muller,” “Lochinvar,”
“The Ballad of William Svcamore,” “The Highwaviman,” and “Richard
Cory.'*

"A few students volunteered to read somie of these poems to the class,
and waping the poems for larer plavback contributed greatly to the interest
and atrendon of the class, Some students drew sketehe  of the characters
{for *he bulletin board, an a-tvity thar resulved 1na sense of acconyphni-
ment on the part of artstic students who were not also good readers. 'T'wo
Writing assigniments were write a comparison of a character from a short
TS and one from a pocm and to write their own character pocms.

Aster I pointed out that Masters' characters lived in the fictitious
town of Spoon River and Robinsons’ in ‘Tilbury Town, one student sug-
gested that we create our own imaginary place. After considering a few
suggestions from the class, we named our town Sunshineville. Their short
character pocms—some good, some bad—described relatives, friends,
merchants, and other fictitious persons in our town. To many students,
the writing of onlv a few lines was an achievement, making lavish praisce
an cssential part of sustaining their interest. Burt at least the barrier between
the students and poctry began to scem less real,

From this experience I was able to arrive at some guidelines regarding
students and poetry:

1. Character poems are more suited to students’ needs; Ivric poetry
clicits little response.

2. It is unnecessary to include a poetry unit per se; in face, it is more
desirable to climinate ir.

3. Use character poems in conjunction with a short story unit in
order to sustain interest. ,

+. Stress character traits of persons in poems. What is the poct sayv-
ing about the person? Do net include structure or symbolism.
This will permanently alienate many of the students.

5. Have students draw pictures of characters in the poems, This is
quite cffective with siow learners. .

» 6. brress the idea thar the poet is merely describing his character just

as the short story writer does.

7. Students arc more amenable to poems whose titles contain n anes
of people, such as “Uncle Ananias,” “Mrs. George Reece,” and
“Willic Metcalf.”

*Good character poems car be found in Yesterday and T'oday edited by Louis
Untermever (Harcourr, Brace and World, Inc., nd.); Stories in Verse edited by Max
T. Holm (Odyvssey Press, Inc., nd.); and Srory Poenrs cdited by Untermeyer (Wash-
ington Square Press, Inc., nd.). .
Q
ERIC
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8. Writing assignments should be brief. Why do you admire this
particular character? Whay would you like to meet him? What
would you say to him? Why did this person interest you?

9. To stinulate interest, create an imaginary town and have students
write character poems of people in it, both real and Imaginary.

Students with serious reading problem acquire a sensv of accomplish-
ment in satisf.itorily analyzing a particular character in a poem, and many
identify with some of the characters’ rraivs, Studeuts find in these poerms
more securt ground because they have at the least been asked to analyze
short story characters for most of their school lives and therefore are pSy-
chologically more prepared for character poems than for any other type,

[am not suggesting a panacea for promoting engagement with poctry;
however, deep inroads can be cstablished in creating rapport and in
breaching the barrier we encounter whenever peetry 1s introduced to
students. A sense of frustration and futility may not be completely elim-
inated, but even if it is reduced somewhat by the warmth of interest and
enjoyment that character poems radiate, then the experience is well
worthwhile.

Monticello High School
Monticello, New York




Karmavise T Rienr

Creative Evaluations

Two students in the corner tune their gmtflrs A boy rcadics the tape
recorder, while a girl instructs her volunteer assistant in what she wants
with the overhead projector. Several people hang drawings and collages on
the blackboard, while others set up an 8 mm projector and screen.
Strangers, student and adult, drift in and sit down where there is space
in the lively room, waiting, watching the activitv. Off to one side sits a
woman, plainly part of the environtent, yet a nonparticipant. She also
smilingly sits and watches. Who would think that a two-hour final exam
was about to begin? :

The students sit on the floor, lean against the wall, pushing desks
aside for unobstructed vision.

“P'm ready first,” a girl says as she perches on a three-legged stool and
begins to strum her guitar. She explains that a few evenings before she had
been watching a bullfight on TV and had become so enthralled with the
drama and pageantry that “a poem came” which she then set to music.
She played simple chords to accompany her soft soprano and finished to
enthusiastic applause.

'The audicnce shifted slightly for the next presentation, a short story
read by a boy whose gift was developed description. The group knew in
advance it would be absorbmg More clapping as he finished.

The girl with the assistant at the overhcad projector moved forward
to the oid three-legged stool, tape recorder in hand. She asked for lights
out, punched the button, and the rhythmic beat of a throbbing heart filled
the room as on the screen '1ppc*1rcd that moving heart in brilliant red.
Punctuated by the sounds and vision of that beating heart, she read a long
free-verse on ethical problems of a heart transplant case. It ended with
siler.ce and darkness as the case resolved his problem. For a few moments
no oie moved or spoke, and then the first sigh initiated an enthusiastic
response to this dramatic presentation,

As the program continued, the feeling of satisfaction in the room
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grew stronger. The students knew they were enjoving cheir own indi-
vidualiey and that of others; thev felt the jov of achievement and sclf-
dlsuplmc they liked the recognition of their own originality. 'The teache

smiling in the corner v = doing nothing o "« ng dclmhu dwith the Wiy
her studenes had <o -2 agh agatn,

Woer had o oo this hape occasion: Who ever heard of an
Faiglish class havng a finad examimation this wayv? What was really happen-
g

Two weceks carlier the teacher of this creative writing class had asked
the group, “What is artz” A fcw fuzzy attempres at definition came foreh,
so the group wene off to the library for a couple of ¢ -~ to read abow
art. They were astonished to find moverad yeder acstherices, p::fusophy,
photographv. 1}\:11'11';‘7:@-(. ulpturc. wrinn . hiterature of many nations.
Thet read. ey gatlooed in clusters to argue with their peers, and finally
cach came to his own conclusion about what art 1s. He then wrote a
lengthy paragraph of definition.

A week before the scheduled final examination, the teacher discussed
it with the class, saving thae in her view it was not reasonable to expect a
creative, original mind to turn on like a faucet ar a given tine one morn-
mg Creativity doesn’t work that wav—it generally nccds a period « 7 in-
terior l)ubb]mg and simmering before an 1dc:1 I)cgnm ro come . occiv
words. Consequently, shc said 'rh ©che elass woule s thae weel o pre-
pare a “nustermece,”” a pos oo s g which was the best effore of

Ceockenioand s would hl: within his definition of art.

Durirg the final examination period, he would then present  his
writing to his class, sharing it through whatever medium of the fine arrs
he fele appropriate to the particular composition. And then he weauld
turn in to the teacher a written copy of his masterpicce to be read
discussed later. The problem of cvaluation of the oral prcscnmti(m AT
left to the students, who sct up criteria very specifically from orignziiny
of thought to fluency of language, and who carcfully cvaluated cach
other’s presentations, turning thosce papers in to the teacher.

What were the results of this experience? A new recognition of each
person’s individuality., A new satisfaction that no matter how hard it 1s to
read aloud one’s own thoughts to an audience of peers it could be done.
A new sense of class sharing. A new motivation to do once’s best. A com-
bination of best writing and oral experience, with reading and listening for
good measure. And an extra compliment—invitations from adult groups
within the community to do programs for them—and a chance for thesc
¢ oung individuals to show the thoughtful legic, the human fecling, the
;isitivity that is theirs,
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DBAarBarA KIRKPATRICE

B Farewell to Arms in 120 Seconds:
Charades as an Introduction to Communicrtion

‘We play charades in my English classes. I have two basic objectives
to this though there are many minor objectives. One is strictly academic:
we play charades so my students can see how much is said with body
language, and the reverse—how hard it is to communicate with just the
body, and thus the short-cut speech is. Secondly, and just us important, a
game played as this is draws the class closer together, makes students more
aware of each other, and makes them more at case with each other; thus
charades approqches them individually within a a group context.

Charades in the classroom 1is plavcd just as it would be played in your
living room. The class is divided into two groups. I prepare a list of bool,
song, movie, play and poem titles from which each group draws. I tried
letting each group prepare the titles for the other group but they came
up with such titles as Modern English Rbetoric which cven an cxpert
might find hard to act out. T choose titles the students should be familiar
with and ones that arc easily acted out, such as The Painted Bird, Catch-
22, and The Gospel Singer.

One person draws the title, shows it to the other group and attempts
to act out the title in front of his own group. There is a two-minute time
limit, though rarcly does any student take the full time. One student even
did “Does Your Chewing Gum Lose Its Flavor on the Bedpost Over-
night?”’ in fifteen seconds flat. I keep the time and one group plays against
the other for the total time.

‘What does it do for the class specifically? 7 ell, it’s fun. The students
laugh a lot. And they learn from it. They leasn not to feel ill at ease in
getting up in front of a whole class of students—after all, it’s just a game
and everyone clsc is doing it. They are learning how we depend on one
another—this is a group game. If sne’s group does not respond with ideas
about what an individual is acting out, then he could stand up there for-

Q
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cver. They learn book titles incidentally and comments such as “I've
never heard of that. What's it about?” come up frcqucntl\ And subtly
but very swiftly an atmosphere is being created in the classroom—that
learning is fun, mcnnmtrful and not so bad after all,

But the students are also getting an introduction to just how much we
do talk with our bodics, that a shrug or grimace does have meaning—that
there is, indeed, body English as well as spoken or written English. They
learn that we also listen with our eves. Charades also provide the students
with the opportunity to scc how casv it is to talk and how fast talking is.
Two minutes, or 120 scconds, to “say” with the body A Farewell to Arins
instead of the two seconds or Jess it takes with the mouth and ronguc.
And I'm learning about my students from watching them. I see the quict,
shy student who has never said much in class usc his imagination, and 1 sec
the talker not use his. I sce creativ ity. I sece enthusiasm take the place of
creativity. I see who has the bad\ground of reading—the good gucssers.
And I have seen over and over again how ¢ casily we all get to loong at
something onc wav so that the other possibilities or other ways to look at
something arc not open to us.

A graphic example of this is when a burly male student draws Moby
Dick. ¥ watch his mind work. “Aha,” he says to himself, “I know how to
do it.” And you can bet the first thing that has occurred to him 1s obscenc.
But then he realizes he cair’t do it that way. Sometimes he even looks over
at me and [ shake my head no. But then he’s stuck. He tries to think of
other ways but his mind keeps going back to the “dirty” way (and face
it, if there’s an obscene way to act out a title, the students will think of it)
and he can’t think of anythmg clse. He knows Moby Dick is a whale but
he won't think of it, He knows he can do a sounds-like with “lick but
he won’t think of it and so he stands until his two minutes :are up. And
afterwards, the class j jumps on him, why didn’t you do this, or ti:s? But
this makes another point too. It’s harder to think when you have pressure
on you.

Charades helps me to humanize my classroom. It is a first step in 2
long process of breaking down the barricrs hetween the teacher and the
student, the student and other students, and the student and the commu-
nication process. Students always want to play it agam They think it is
fun. But I think they’'ve also learned something from it. I don’t know if
it would work for someone else. It works for me. And I think my students
are the better for it.

Santa Fe Junior College
Gainesville, Florida



SisTeER May Kartinrys Grasr

Classroom Community:
Prerequisiie to Individualized Instruclion

At first glance, the concepts of community and individuality” may
secem contradictory. However, thcy arec much more cnmplcmcntm‘y than
contradictory. In facr, it is almost unpossible to genuinely: have one wich-
out the other. As a person I can only feel free to be myvself when 1 am
an accepted and accepting member of the group. Authentic indi\'iduality
—that being-all-together quality—can only come when I feel that | belong
in a group. Time and again experience in the classroom will bear this out:
it is impassible to develop individualized educational processes unless the
community of the classroom is first atrained.

There are many wavs to create a sense of community in the class-
room, and perhaps a good place to start is to cnable the students to know
cach other—byv name. I never cease to be amazed when I visit a classroum
and realize that the students do not know cach other by name. Often the
phyvsical arrangements militate against knowing onc’s classmates. If all |
cver sce is the back of somcone’s head, what cxperience of community is
possible? Half-circles, horse shoes, diagonal rows, almost any  scating
arrangement is preferable to st aight rows. Concern for the growth of
cacn student is not only the concern of the teacher; it should also be
important to every other student. How, if 1 rarely sce Bob's face or never
speak to him by name, can I manifest my concern for him—as an individ-
ual, as a person? As teacher I should know my students, and not only by
name.

When a class works together to plan and carry out an activit_\’, things
happen which might never have occurred if I had legislated “what we
will do tomorrow . . .” Student involvement in planning courses and
activities I1s one very ctfective way to insurc individualized approaches
and group participation. When a student takes active part in the actuaal
planning, his involvement increascs cnormouslyv; he has a vested interest.
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Evaluation must follow such an cxperience to be fully: cffective.
Students should discuss what thev have helped to plan and exccute in-
cluding how and whyv it has suceeeded or failed; thevy often learn much
about themsclves and about the group by doing so. Process charts which
record the Aow of a discussion are often quite revealing. These mayv be
prepared with a simple score keeping device:

.\i:lr}’,‘-H—f‘} Tom ¢
Group I Boh Joan  pryy7
Suce ¢ Bill 4

Or by means of an acrual process chart, il‘l(“(_‘:]tillg who spoke to whom,

Mary,  lom
Giroup 11 Bob Joan
Sue Bill

Taping a session and plaving it back larer with a followup analvsis of the
group dvnamics is also quite successful. Such devices stimulate greater
awarcness of others and the group begins to learn something abourt inclu-
sion. :

An often ncglected but vieal dimension of group dynamics within
the classroom is nonverbal communication. This mersonian adage is all
too often unexamined: “What veu are domg is speaking so loudly, |
cannot hear what yvou arc saving.” 1 can insist that [ want a studenc-
centered, individualized approach with my voice but my nonverbal com-
munication may flatly contradice this. Things such as the use of time and
the usc of space sayv a great deal. ‘

The amount of time spent on an activity and the location of that
time arce signmficant aspects of nonverbal communication. Is the amount of
time spent on this matter proportionate to the importance of the issuc?
Quite often there is an inverse proportion, Recently T visited a classroom
and obscrved a tcacher spend a full fiftcen minutcs stapling students’
excrcise sheets together. Somechow, I sense that the teacher communicated
to those students the importance of stapling—and unfortunatcl.\' not the
importance of the work. Frcqucntl_\' the time spent on the details of
classroom management infinicely outweighs the importance of rthe details
themselves, Not only do I commutiicate the significance of trivia by such
use of time but T also subtract from the acrual learning time of the class
period.
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The use of space embraces many aspects of the academic environ-
ment, from the scating arrangement to the location of objects. For ex-
ample, where is the teacher’s desk? Where do | post student work; where
do I post announcements, directions, and assorted non-essentials? T may
say I have a student-centerced environment, but when I locate my desk
in the center of the room and post student work in the back, I communi-
cate something quite contrary to my inrentions,

How Tsit, stand, gesture, and s are other very real communica-
tions. No matter what I teach, T always teach me; it’s an occupational
hazard. Often my nonverbal communication is more supportive, cncour-
aging, responsive, and personal than any structurc I may create.

I can also learn a great deal about my students through their non-
verbal communication. Whiere they sit, how they look, how they write
or speak (or don’t speak) arc all importanr aspects of what they can say
to me and to each other. If T am sensitive to these nonverbal signals, T can
create an environment which stimulates and provides for their growth
as individuals and as a community. The refrain from King and I is only
too true: “. .. when I become a teacher, by my pupils I'll be taught, . . .”
I will be taught not only something about the subject matter, but some-
thing about them, about myself, and soicthing about the group that we
make up.

The persons in a particular class make up a we. It is only when that
we has formed, has become supportive and creative, that my class has
become a community; only then can individualized approaches be suc-
cessful. Unless a sense of community can be created in the classroom, I
will have just another group of students doing their own thing, without
any awareness of or responsibility for cach other. If T want more than that,
if I want to create an environment in which each student can grow and
fulfill himself as he helps others to grow and fulfill themselves, then I must
~or rather we must—create a community, because classroom community
is a prerequisite to individualized instruction.

Mercy College
Detroit, Michigan
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Teacher - Student Dialogue

Ego against cgo, fear against fear, establishment against the individ-
ual, teacher against student—such a classroom situation should never have
come to pass. Unfortunately it has. And now teachers are frantically scck-
ing a remedy for student alicnation, for unrest, for anonymity, which
some so blithely blame on burgeoning numbers.

What is the goal of cvery tcacher? Ideally, itis an integration between:
tecacher as a vital force and student as an allowabic variable of human
behavior. o

In one small freshman composition group in one small university
this goal is being attempted. The students and the teacher started by call-
ing their struggle toward individuality The Daily Commentary. They may
very well end by calling it the miracle of dialoguc.

This technique was introduced the first day of class in the following
way:

Each day we will stop class five minutes before the hour is over. Each
student will write a one- or two-sentence commentary on any subject
he chooses. The commentary may be an observation of teacher or
classmate, a remembrance, a disagreement, a new idz~, an unrelated
thouglit, a bit of humor, an arttitude, a criticism. The primary stipula-
tion is that the daily commentary be an honest statement. Otherwise
there arc no specific guidelines. Each time you write a commentary,
the teacher will write one back to you. Student and teacher will thus
set up an exchange of ideas from day to day.

The first few days the daily commentaries from the students went
something like this: '

I feel this class may prove quite interesting.

My daily observation of today’s class is that I'm very confused and feel
that this clas, is going to be very hard. ‘

Q. 63
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You want us to be honesh yo 1)) Ty o be. Right now I'm not overty
excited abour this course-

- . . 4 . . . . R \

You present an appealing picture Of the course. Now, I suppose; (€
- » . » ) ..
painting lies in the stude’™’ pangs-

This course is going to b€ Very s Mge. It’s the first one | haven't Leen
able to form an opinion 3P0ye.

The first dav of class mﬂkk‘x Mg vEry- nervoys. The course sounds [j18¢
an interesting challenge.

This zlass is going to be fu,! Spoulg 1 be afraid of sayving someghj?8
to make vou angry?

I'1 one of those people t€ Whon, ghades are very important.

Hev, did vou know ther€ 1y going to bC a roral edlipse of the sun =t
month?

I.ack of space precludes f‘?Q()rding‘l]n’ responscs to these commes?”
taries. Suffice to say that [ focUSty hgﬂx'll‘v' on honesty, on revealing my"
self to the students. However, F Qidn’y cxplicitly seate, “Don’t write wpat
vou think the teacher “vants to ear.” "f\\-o or three weeks went by, urld
the dzily commentaries began 9 thahge- The following is a sampling;:

Pm sorry to say that voY wighe Pe yrong about porpoises not L8
able to reason.

I'm bored!

Oh Lord, -

How sad.

Too bad . ..

Try the ad column!

Puncrtuation absolutely bOTy the pell put of me.

I almost cried in class tﬂ,d"‘tv . ain disappﬂintcd with myself artd
the way I am living my 1210 ;¢ this tine . . . and vour discussion of (/¢
practical and relevane ma“e iy grialg just thae much more real. | thip K
lcarning is a difficult pro©®y if 5 Plrgon is twryving to be selective . |, 1
have always tried to be #Cleetive -+, not necessarily choosy, but jyst
awarce of the things that af® righy for e and my life.

< ? - ’ »
When you write back t@ e, don U jeep asking me what myv opipjo”
is! I’ not interested in }'“lll- opipton!

I notice that when you wlte on (¢ poard vou tend to write sidcway«S'
This bothers me.

1 find going to the librd®™ a ,,uCly dreaded cxperience. I know (7t_
nothing that bothers me Myre. | €lipye from a small school with ;1)
two shelves of books and thg placc Is simply a jungle to me,
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Communication is based on selfishness; evervbody wants something
from me. Please excuse the pencil: miyv pen died.

How come 1 didn'e feel stupid when I admirted that | didn't know
What an infinitive was?

I finally shaved my moustache off afrer debating abour it for three
dayvss. 12id vou norice?

The semester glipped into spring, Perhaps the daily commenearies
began to refleet this vital time of the yvear. Or perhaps the miracle of
dialogue was at work.

Hurrayv for reachers who write the words where the kids want them
and not where she does. Flurray for class discussions. Color me happy!

How can you say something new about being alone? I like to be alone,
but other people always feel I'm fonely if I ler them know chis. I'm nort
really, and so a great essay would be ro explain my fecling, Wow! I've
gor myself excited now. :

Good day . .. Sunshine! God is smiling on us today. 1 can feel it! Have
2 peaceful weekend. My parents are coming to sce me, and I'm happy.
'm wearing sneakers today; boy are they comfortable. No wonder iy
grandmother wears cthem.

We should be animatls.
They don’t lie awalke in
the dark and

weep for their sins.
They’re complacent and
not unhappy over

the whole carth.

Well, you’re not going to believe this, bue T found myvself a new love.
For readers wWho prefer cxplicit statemient rather than implication,
the f()”()\\'iﬂg commcntaries summartze what the students thinlk of the
daily commentary technique.

Maybe I've been too personal. T have written down on the daily com-
mentary cereain feelings I have shared wirth few beings, if any. You
lucky person yvou!

We can both say what we think and neither of us gers mad, 1 hope!

T don’t like to write commentaries because they malke me think about
what happened in class—which really- makes them good, but it talkes
more concencration than Most classes,

ERIC

Aruitoxt provided by Eic:



66 CLASSROOM PRACTICES IN TEACHING ENGLISH—1970-71

I can say what I think without fear of being thought stupid or igno-
rant.

It very effectively achicves the purpose of personalizing a very imper-
sonal course. It is an informal, honest way to open lines of communi-
cation and develop a sort of friendship and afhinity with the instructor.
It is also a release of otherwise inhibited thoughts—most educational
atmospheres don’t give a damn about my daily thoughts and opinions,
and this is the best classroom procedure 've vet to scc.

1 have been subjecred ro classes, labs, and numecrous other college
activities in which I knew the teacher’s name and nothing more in a
year’s time. The closest contact I had with these professors was hand-
ing in a test. In this daily commentary situation, 1 feel that the teacher
has projected hersclf, a person, soniconc who is human like me, and not
just another “walking lecturer.”

It is only fair to warn the reader that a teacher-student dialogue, in
which both participants attempt an honest communication, is potentially
risky. All human beings fight to protect their self image from possible
destruction. Both teacher and student are often afraid to trust too much
of themselves to each other. But if teacher-student dialogue can help to
humanize the classroom, then the rewards are worth the risks.

Northern Arizona University
Flagstaff, Arizona




Dorority Burnrus

How Much Edifing in the Primary Grades?

Should teachers correct the mechanical errors of primary grade
children? In a longitudinal study an attempt was made to teach mechanics
of language to primary children, through a functional approach, and to
develop student individuality through pupil-teacher conferences.! The
whole emphasis on having children write out of their own cxpcrience
provided the context for developing individuality.

No language textbooks were used and no period in the daily schedule
was sct apart for language instruction. For the most part, writing was
based on experiences and the nced to communicate. Instruction in the
mechanics of writing was a part of the on-going activities. Writing was
accepted as a tool of communication throughout the day, growing out of
the needs of the class or individual students to communicate, and oppor-
tunities were provided for children to learn to write through actual situ-
ations that required writing. Children were not taught rules about punc-
tuation ard capitalization; they learned to punctuate and capitalize by
observing the teacher’s example as she recorded their sentences. As soon
as they were able to write independently, they were instructed to read
orallv their own writings in order to ascertain pauses, complete stops,
q :+i:ons and exclamations in speech.

In the beginning, children dictated their compositions to the-teacher
who recordud their ideas as theyv came forth. Rccerdings were sometimes
made on a child’s tabler, on the chalkboard, or on a large primary chart
tablet, depending on the circumstances.

The purpose for writing the children’s thoughts as they dictated
was to acquaint the child with the use of punctuation marks that were
reflected in their spoken language: to help children see the relation be-
tween written specch symbols and oral speech.

1Dorothy J. Burrus, “A Three-Year Comparative Study of the Funcrional Ap-
proach to Teach.ng the Mechanics of Language,” Dissertation, Oklahoma State Uni-
versity, 1970,
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Initial dictation experiences followed art lessons, at which rime a
child dictated a sentence about his picture and the reacher wrote his
exact words on a piece of paper, attaching it to his drawing.

Following a group or class activity, such as a science experiment,
children dictated a co()pcmti\'c report as the teacher recorded their find-
ings and personal reactions to what they had discovered. Individual chil-
dren volunteered information as it was nceded o complete the report.
As the teacher took dictation in the beginning weeks, she pointed out the
need for capiral letters and different kinds of puncruartion to clarify: mean-
ing. FFor example: “Is this beginning a new itdea? Then we need a capital
ictter.” “You used such strong fecling in vour voice, we will nced to usc
an cxclamation mark to show how the explosion sounded.” In time, the
children made suggestions to the teacher about punctuation, or she elicited
their cooperation as they continued to record information and feclings
about class cvents, experiments, excursions, and other activitics. Not all
activitics were recorded. When enthusiasm for writing about “what we
did and saw” waned, the children were given a recess from recording,
and creative writing was cncouraged.

In addition to group rcports and storics inv olving all the children,
provision was madec for individual children to dictate stories or narrate
cpisndes significant to them: pets, birthdavs, trips, visits to relatives,
shopping with mom, dad’s new job, a new baby in the home and other
cvents in the lives of the children were incentives for dictated stories.

To foster imaginative writing, children were exposed to many foll
tales, fairy rales, fables, animal stories and poctry through oral reading by
the teacher. The use of pictures to develop sentence sense, vivid imagery,
and scqucntml story development was also emploved. For example, from
the picture the child created a story in his own words based on his own
feelings and inclinations.

Gradually some children began to express a <dsire to write their own
storics and were allowed to do so. Other children continued to dcpcnd
on the teacher for most of cheir l(mgcr storics even in third grade. During
the second half of the first vear a primary tyvpewriter was used by the
teacher to record stories as the children dmtar_cd. When the teacher
stopped typing, the child supplied the punctu:lti(m he tlmught Wwas neces-
sary to the nicaning. Each child was given the opportunity for one ty pcd
story per week for the remainder of the firse grade. However, the ma]orlt\
of children in sccond and third grades preferred to write their own stories.

No emphasis was placed on correet spelling of words; however, as
children demonstrated an interest in the correct form, they were encour-
agcd to keep a self-made dictionary, onc updated with new words at cach

[Kc
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writing and maintained throughout the remainder of the experiment.
\When a child asked for the spelling of a word, the reacher wrote v on g
picce of paper. Later the child recorded it in his own dictionary . rrure
usc. Additional sources for words included commercial picture ..:crion-
arics and lises in readers. At tinies the child supplied the beginning sound
of a word, cither leaving a blank space until the teacher was available to
help with the spelling or using his own sense of sound to form his word.
When a story or report was completed, the child shared it with che
class, with a group, with a friend, and/or filed it in an individual folder
for his weekly conference with che teacher. At this conference the reach-
cr helped the child use his voice inflection in })LlﬂCtU;ltiﬂg his composition.
Modification of sentence structure was suggested only when meaning was
questionable. During second and third grades, misspelied words were cor-
rected by the child during the conference and later recorded in his per-
sonal dictionary. However, no more than five words were changed in any
onc writing. This decision was based on the idea that too many correc-
tions represent failure to the learner and he becomes discouraged.? A file
of thesec compositions was accumulated for the three-vear period and
served as a guide to the teacher in extending individual growth in ex-
pression of ideas and vocabulary development; they were also indications
of individual interest. The folders were available to children at all times
and were often used in the conferences to reinforce skills already taught
and to introduce new skills. A weeklv log was also kept by the teacher
to guide her in preparation of a varied program of language activitics.
Children Jooked forward to the conferences, sharing only the stories
and letters they sclected. Ir also provided a time for the teacher to take
carc of individual differences. Some children were more ready than others
for help with more marure skills. For instance, some were réady to learn
about generalizations for forming plurals in words ending in y. A boy
whosec phvsical immaturicy would not allow prolonged handwriting might
be helped in a different manner. The teacher would supply the writing
as he dictated his story and suggested the proper mechanics. Aside from
the favorable cffects on writing, children guined added reading experiences
through reading their own stories. Children learned to rccognize the words
they dictated from their own speaking vocabularies. In order to teach the
mechanics of lungungc in a functional approach, it scemed important to
maintain a permissive climate where all writing was accepted and where
ideas rather than rules were paramounr. In a climate chavacterized by
2Maurce Applegate, Easy in English (Evanston, lllinois: Row, Feterson, 1960),

pp. 279, 393; Ruth G. Strickland, “LEvaluating Children’s Compositions,” Elewcntary
English, 37 (May 1960) 325,
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teacher-pupil planning, children had the opportunity to- develop self
dircction and independence,

During the three-vear study many parents communicated their cn-
tusiasm for the program because their children were wriing spontanc-
ously and were excited about it, This consequence alone scems to support
1 program that emphasizes the functiona| approach to the tezching of the
mechanics of language and fosters the individuality of the child as he
communicates his ideas and feclings,

University of Maryland
College Park s Maryland




Tronatas Owens
MicuaeL O’Maniey
ANTONETTE PORT

Hawuaii's Peer Tutoring Experiences

The practice of peer tutoring is a fundamental component of the
Language Skills Program of the Hawaii English Project, a five-year de-
velopmental project funded partially under Title I of the Elementary
and Scecondary Education Act and a joint activity of the Hawaii State
Department of Education and the University of Hawaii. The project is
designed as a K-12 curriculum in English consisting of Language Skills,
Literature, and Language Systems programs. The Language Skills Pro-
gram is intended to enzble children to reach a sixth-grade level of in-
dependent performance in reading, writing, and listening/speaking skills.
Approximately 2,500 kindergarten, first-, and sccond-grade children par-
ticipated in the Language Skills Program in pilot or ficld schools on each
of the islands in Hawaii last year and this number is duc to increase this
year to 12,000 children who will represent cvery clementary school in
the State,

Underlying the Language Skills Program is the principle that a cur-
riculum must be tailored to adapt to the varicty of ways in which children
differ: in level and rate of educational achicvement, in the degree of in-
terest in a subject, in style of learning, and in the nced for indications of
success and to participate in decisions affccting their own learning. The
curricaitm planncrs in the program have developed a hierarchy of ob-
jectives in listening, spcaking, reading, and writing. A varicty of materials
utilizing multiple modes of presentation scrve as available tools from
which both teachers and learners can tailor a program that meets the
unique nceds of cach learner as he increases in his control of the oral and
graphic symbols of the English language.

An educationally responsive learning environment has been developed
in an attempt to create a total learning system, including the physical
classroom arrangement, instructional materials and hardware, the teacher,
and other learners. The learncr is prized as a decision maker in a learning
cnvironment that simultancously permits and requires him to take an
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active role in selecting learning ACTIVITICS, communicating to others what
he has learned, and recording and evaluating his own progress.

I)Lllmn the l.mtru.lm, arts pcnud lc.llncr' at various stations around
the classroom work on m.ltcrl.lls individually or with others in ¢roups of
two, three, or four while the teacher moves from one activ ity to another
observing, fauht.mng and directing lcarning, monitoring progress, and
instructing where necessary'.

Implementation of Pcer T utoring

Peer tutoring has been designed as an essenrial aspeer of the program
and is promoted in several wavs. First, the combination of two or three
grade levels—such as kindergareen, first, and sccond graders within the
same classroom—maintains a wider spread of performance levels and in-
creases the pool of available tutors. Second, a curriculum encompassing a
variety of language arts arcas—reading, handwriting, typing, and listening/
speaking—increases the probabilicy that any child ;1dvmicing slowlyv in onc
or more arcas will nevertheless have at least one area in which he can tutor
others. A third factor facilitating pcer teaching is the nature of instruc-
tional materials specifically designed for collaborative work by two or
morce children.

"T'he Hawaii peer-tutori Ing model differs essentially from other tutorial
models in three aspects. First, tutors arc really peers. Unlike other modecls
which have fifth- and sixth-grade children serving as tutors to kindergarten
and first-grade children, this program allows the learner to sclect other
children who might be shghtl\ older or younger within his own class to
serve as tutors. A sociogram interview of fifty children revcaled that a
majoricty preferred to select tutors whom thc_\ considered friends. Scc-
ondly, the tutoring cxperience is an integral part of the class day and is
intended as an instructional mode for all types of children, There 15 no
remedial concept of “special tutoring™ before class, after class, or during
the students’ own free_time. A third and perhaps most cssential difference
is a unique attempt to develop the potential advantages, both cognitive
and affccrive, that can be gained by the tutor without deemphasizing the
gfuns to the lear nCl. Thus the tutorial model differs significantly from the

“monitorial system” devceloped in Lngl.md in the late cighteenth century
(\Wright, 1960) in that the Hawaii program is not an cconomical substi-
tute for a shortage of teachers.

Tutor Trainin g

Tutor training begins carly in the school vear and extends through
two bricf stages prior to the formal tutoring arrangement. In the first

[Kc -
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stage the teacher creates a favorable ammosphere for peer tufnring by
arranging situations in which children are paired off to *help onc another,”
usually in classroo:  coutines not related to the instructional materials,
such as helping another learner find crayvons, pcncilq, and other marcerials;
helping another learner put these items awayv; o r helping another learner
who is having difficuley operating a picce of cquipment.

In the second stage, peer tutoring is presented as a normal expected
behavior, as part of the regular routine, and not as a favor for the teacher.
The teacher establishes the coneepr that a child who has learned something
is cxpu.tud to help somecone clse’learn it She begins by casually mention-
ing to a learner who is nc.umﬂr the end of a unit, “You're almost finished:
soon you'll be able to turor?

The third stage begins when the learner actually has completed a unit
and the training becomes specific and individual. Te s specific hecausce
procedures for mstructmnnl matcerials vary depending upon the task to be
performed. It cannot be assumed thar because a learner s completed
set of instructional materials he can automatically: tutor another child.
Thus new tutors are trained in the tutoring procedures for the unit they
rave completed and are observed closely by the teacher during their first
few atremipts at tutoring. One method of training tutors that has often
proven successful occurs when the teacher role-plays the actions of
lcarner while individual children take turns playing the role of tutor. Other
training techniques include verbal explanations of tutor procedures and
the use of trained tutors as peer models.

Future Directions

These experiences have demonstrated the cffecriveness of using very
young children as turors and indicate the gains possible for the child who
turors. We have also learned, however, that some children arc currently
not motivated to tutor others and arc not effcctive in their attempts.
Greater attention necds to be gi\'cn to selecting tutors and learners who
will profit from peer-tutoring experiences and to training tutors to demaon-
strate behaviors which seem produc,n\-c.

From a rescarch point of view it will become important to determine
what subject characteristics and what behaviors are required of a tutor,
what matches arc optimal between tutor and learner, and whut cognitive
and affective products are gained from rutoring another child. '

Although the tutorial activities in the Hawaii fnglish Project have
been largely structured activities involving factual knowledge, experi-
mentation is underway to broaden the role and responsibilities of the tutor
in the intermediate clementary grades. A hicrarchy of tutorial tasks is be-
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ing considered that greatly challenges the imagination and interpersonal
skills required of the tutor., Clearly we are only in our infancy in under-
standing the oppartunities for an exciting and humanizing environment
that can be created through the use of peer tutoring. Details and pre-
iminary findings concerning pecr-tutoring experiences can be found in
the references below,

University of Hanaii
Honolulu, Hazwaii
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Juri ANN Carrson

Creative Writing: A Master Key to
Individualization

In Rewarding Creative Bebavior, E. Paul Torrance stresses that the
usual pupil produces and respects what is rewarded by the teacher.! When
the child is praised for his unusual ideas, creative fluency and imaginative
products, he is a part of a class whosc members respect and react appre-
ciatively to cach other’s creative endeavors, as well as valuing their own,

Perhaps the key factor in developing a program in creative writing is
the mental climate of the classroom. Creative writing is cssentially per-
sonal in nature, and you arc 4sking the child to reveal, recorded on paper,
his inncrmost thoughts and feelings. Probably from the first day of contact
with you, cach pup11 will decide whether you are essentially a warm, sen-
sitive, appreciative person, for the pupil must attach these adjectives to you
in order to feel frec to share his perceptions and dreams with you. Creative
writing is encouraged in a classroom situation in which you yourself are
not afraid to share your unusual ideas and unique turns of phrase. And
cvery serious piece of student writing must receive tactful, understanding
comment by you. Remarks similar to: This was such an effective word
you used, could you think of another word (or phrase) which would
describe it exactly? Your rcader might not understand what you mean
here. Your reader might find thesc words too strong.

Encourage, rather than discourage, more thought and cffort.

Understanding is one necessary personal trait in any teacher. When
you srimulate creative expression, you do not do it sclectively. There are
going to be those writings which reveal home difficulties, personal prob-
loms and undesirable traits. Since you stimulate the child to write his inner
thoughts and emotions, you bring some of his personal concerns to the
surface and these can be dealt with individually and privately, for creative

1(New York: Prentice-Hall, 1965).
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writing fosters a personal refationship between student-writer and teacher-
cditor,

I have found sensce imagery, figures of speech and elements of a short
story conducive to creative ﬂucnc\ A specific writing deviee s plucntcd
.1n.1l\ zed and pracriced orally: and in writing by pupn!s i the creative
writing pcund at the hcqmnmlr of the week.® I’uplls share and enjoy cach
other’s writings in the creative writing followup period ac the end of
the wecek.

l’upils' learn that their beste source of creative expression is from keen
ul)scr -ation, personal C\pcncncc and a rich vocabulary. The body of any

wzhing lesson lists quutmns and activitics to realize the nh]cc.tn es. Since
.mthmmcs stress the nnpmt.mu_ of hc[pmo children to observe and in-
terpree firsthand experience, | usuatly imitiate ideas leading to much pup:l
verbalization and doing. Burrows claims that in order to gain  written
flucncy, experience in oral expression is morc important than actual
writing.® As specific examples: When sound is discussed, 1 use many
sound- produunb objects and ask pupils ro deseribe what they hear. W hen
sitiile s studied, I point out objects within immediace vision and ask for
apt similes.

The pupil is usually .‘lssmncrl a composition for which he may choose
any topic which lends itself to use of a p.n'tlc.ul.n' writing device

Most of the student’s narration assignments are d()nc in his story note-
book. The first lesson on the short story introduces him to the best source
of story material—his personal experience. His first assignmene is to begin
a ‘it()""—l‘l‘l.\tCllJ[ nores ok, Enchus™ism g ows as his notebook grows from
rrcncml notations (mtcxutmg pcople, p].u.cs I havc been, favorite pastimcs,
fcclmcrs which are strong in me, pictures which suggest ideas, cte.) to

.unplcs of w riting techniques (character, plot outline, dizlog, cte.) center-
ing on his spcmﬁc gradually- cmier umg short story.

For correction of the composition, T ke three re adings. The first is
for iny own sheer enjoviment of the child’s total product, while the second
is for notation (using standard svmbols) of crrors in spclling pnnctunti(m
granmmar, usage, construction, cte. The third reading is for carerul analysis
of content. T alw ayvs write a personal note at the top of the pupil’s paper
praising the best features of his composition, At the end of the paper, I
pencil any suggestions for i improvement.

2Julic Ann Carlson, “Creative Flueney in Composition,” Master’s thesis, Univer-
sitv of Rhode Island 1963,

SAlvina T, Burrows et al.,, They Al Want ro Tirite (New York: Prentice-Hall,
1952), p. 21,

EKC
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I do not write letter marks on the papers. Grades are wrirten in the
111.11Lmu book; onlv remark appear on the students’ papers. Mechanical
CITOrS 2are not usunll\ we' aed in the assignment of a letrer grade.

An informal record ()f the pupils’ writing growth is l\cpt i a file box
containing a file folder for cach child. Into this folder go all of his wrirings
of the school vear, including any pocins, stories, essavs, cre., which he has
written on his own. This is a 1c.1d\ reference for aw atching the pupil’s
writing growth, and the student is cn(_oumtrcd to ¢xamine lns folder often
and cven to borrow it overnighe or for the weckend. He s urged to make
copies for himself and to share his creative writing with members of his
family. _

In the acrual sharing of the week’s compositions, 1 have used a variety
of techniques which individualize. The pleasure chat chis part of the
creative writing program gives to cach pupil is outweighed only by the
personal note to cach pupil praising and encouraging his strongest pnints.
Onc approach tc the sharing is to have as many pupils as time permits
read their works, following up by getting pupils’ reactions about the
most ctfective parts and asking for suggestions for Improvement.

Another approach is to have pupils sit in a cirele and pass the com-
positions (identificd by number only) around the circle for individual
reading. A sheet is attached to cach theme on which the reader is asked
to commet * about (1) what he thinks is the best part, (2) whar he sug-
ucstq might be improved, and (3) what he thinks about the phy slc,nl
features of the paper (rcadability factors).

A dramatic sharing of the pupils’ best works is the sharmg of them
with other classes. Or the students will enjoy presenting impromptu pro-
grams of their writings in their own classroon.

Having w orkshop periods in which pupils arc free to prosent writing
problems for help and suggestions from classmates is vet <aother indi-
vidualizing featurc.

Composition lends itself naturally to the integration of all language
skills and the total curriculum. Spelling assumes practical importance, for
the young writer’s written symbols must convey his thoughts and feclings
to his readers. Each word must be physically recognized by his readers
and connore exact meanings. The pupil’s personal and standard spelling
word lists with artendance definitions are an m.port'mt writing tool.

Stories in readers and literature arc doul)l\' cnjoyed by the studant,
since he reads and listens not only for information and cnjoyment: he ' as
added a third dimension—that of the novice writer who appreciates tie
professional’s artistic use of rechniques and devices. You will be amazed at
the emergence and growth of his first efforts at litcrary cricicism.
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Whether you teach word relationships through traditons! gramma
or modern linguirics, your young writer will sease the relationshi, be-
tween harmonious word patterns and his own writing, He will be de:
lighted if he can amalyze some of his own composition sentences in gram-
mar study. Capitalization and punctuation are «lso viewed as usefal tools

Penmanship becomes more purposcful when it is obvious that it en- |
hances the appearance and teadabilicy of his “brain child,

Writing is both an important and useful tool for any area of the tota
curriculum, but creative writing enriches every subject and CYPOSES i1+
terrclationships among subjects, Most Important, it is a master key to
Individualization, |

University of Connecticnt
Storrs, Comecticut




ANTHONY ], LEWIS

Encouraging Individuality in the Classroom

The ploblem of cncoumgmg individuality in the classroom is «*eatest
for those of us who teach in the armed forces. The men I meet ever L <lay
belong to the U.S. Army; they are young enlisted men, high schoot gladu—
ates, compceting with one another for appointments to the Uliited States
Military Academy at West Point. To gain acceptance they must be pro-
ficient both as students and soldicrs.

Servicemen are actively discouraged from independent thought and
action and arc asked to be uniform. These men wear Army uniforms in
class. Their haircuts are uniformly short, their desks arc uniformly neat.
Classes are homogeneous and scating is determined by proficiency, with
the less capable men to the front. They are called to attention at the start
and conclusion of each class,

At times my prob'~m as an Army officer anc instructor scéms insur-
mountable, and yet I know that in the Army as clsewhere individuality
always is, ultimately, a virtue.

[ have found four principles to be helpful in encouraging individuality
in my classes. As individuality suggests contrast, use differences among
students. Do not assume that students are the same simply because they
have been treated as numbers or because they look alike. They bring to
the classroom differences of background, interest and capability. Thus
their very diversity can be the key to individuality in the classroom if the
teacher is not afraid of splrlted discussions. Stimulate debate among stu-
dents and they will tccl it is their clessroom as well as the teacher’s. They
will volunteer morc readily and i+ realize that difference is essential
ro education, |

A conform‘ry sugyges.¢ - omness, avoid standardization in all its
f. . Stardsrdized rhcm © ovmopaper assignments suggest standard
approa:hes wrd answers, T e will oy to provide the conclusions
he inag i » o+ expect rather rhan those which he might have drawn had

you peen less restrictive. Then oo, don’t announce that such and such a
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topic “has worked well in the past,” for this SUZEests that last VEAr'S S0
dents and this vear's are really: the same. The topies for a class sho
spring from thar class iesclf. It is, undoubrtedly, less time- -CoOnsuming o
read htt\ papers entitled W hy T Amar C nllcrrc than htt\ on a varicry of
subjects, but the student will feel freer if he can seleet the topic w ichin the
broad sul);cc arca which vou have delineared. The student must know
that he 1s being treated in a personal manner before he will respond in
kind. It nced hardl\ be smid chat standardization in scating is as degrading
as it is anachronistic. “I'll get to know vour names (IUIL!-.CI" iIs 1 poor
justification for the seating “chart. ‘The student will feel that vou can ger
to Lknow him - niv if he remains in once place; he wants vou to recognize
his mind no mateter where in the room his baody is locared. 1

Students who see div crsity in the world of ideas will try to respond
in fresh and original w avs, I herefore, be inductive rather than deduc tive.
Break down gener ralities and follow their implications along the lines
which the students suggest. Capitalize on the fact that the srudent’s
imaginauion outruns his reason by admitting the rruths the poet would
AcCept. Encourage mrcrdlsuplmnrx endeavors: test generalidies by discuss-
ing art and music as well as licerarure. In mtmducmq modern American
htcmturc, instead of ¢l aiming that “the sccond half of the nincteenth cen-
tury saw rthe rise of rcal:sm, 2 tired generality which the studentes will
only .- ,umpc]lcd to support, examine Corot, Courbet, 3d Mancer as
well as Zola, Norris, Crane, and Drciser, and lec them conclude, if they
will, that by the turn of the ceneury realism supplanted romance. The
scholar who defends his own narrow back ground with a feeble *“:ut that’s
not my ficld” does not l)cl()ntr in the c,llssl oom. It is cspecially important
n hlqh school and in frcshm‘m writing courses that the student not be
circumscribed by his teacher’s limitations. l.et the teacher have the
humility to become a student,

Lastly, he discursive. Tt has alwayvs been assumed that the worse of the
classroom sins is dig- sston. This misce ()i‘.ccptmn originates with stardents
themselves, for they ‘enjoy moments of digre fon and sce them as respites
from the monotony of the svllabus. On occasion theyv scheme and niake
2 concerted effort to sidetracle the teacher. Surcly, as teachers and students
we no longer believe that what is enjovable is wrong, Wiile re cading The
Taming of the Shreav it mlqht well be illuminating to bc sidetracked into
a discussion of the woman’s rights movement in 1970. I even into a dis-

TProcedures are most standardized in the government and, rtherefore, in Army
reaching. Fyery sheer prmtuf ar the Government Printing Office is numbered and
dated and is used uncil it is replaced,

EKC
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cussion of hippic communes in Cilifornia. The danger of making cduca-
tion itself an cight-ro-three digression in terms of the scudent’s life is much
greater than thar of wasting time. L.et the teacher demonstrare that the
cducation of individuals does not dismiss their own intereses as trivial., He
must i ~orporate the student’s world into that of the classroom if he ever
expects the classroom to affect the ourtside world. “If it Lacks Relevance,
[t Isn’c Literature.” = .

Recently, a classroom cxperience which happens to chenaplily the
foregoing principles has demonstrated to mie their value. I araounced a
“wvorst homerown newspaper”’ contest to the 250 men in our school. The
students, by the way, were far more enthusiast: zhont discovering the
worst paper than they ever would have been »bout the-best. They were
excited by the fact that the school was sanctioning a scarch for the terrible
rather than the excellent; they assumed they were getting away with some-
thing.? Several teachers were appointed judges, and we established as our
~criteria bad taste, ignorance, and magnification of the trivial. Our contest
was formed along the lines of the Academy Awards, i.c., there were several
categorics, such as worst overall paper, worst cditorial page, worst photo-
graphs, advertisements, cre. T'he men sent home for their papers, and in a
weele my desk was heaped high with newspapers from. small vowns and
large citics in over half the statces.

[ realized from the start that the basis of the contest and its major
virtue would be its appeal to differences among the staidents. Of course,
the contest did stir up discussions about states and newspapers, but ic did
more. It encouraged cven the most reticent types to speak out and arguc
1m the classroom. And the discussions quickly moved from the trite to the
fascinating. We were soon arguing the merits of cditorials; discussing the
differences between a small town newspaper and a big paper, provincial-
ism and prejudice. We learned about journalism and effective writing, and
also about America. We tested generalitics concerning the “silent nmajor-
ity,” “liberals,” and “rednecks” by analyzing cditorials on the same subjcct
in small town and major city newspapers from all sections of the country.
We had made the students’ world the real classroom. We had been digres-
sive. We had enjoyed it thoroughly. Did we encourage individuality? We
ncver could agree on a winner,

Fort Belvoir, Virgiaia

2 Thomas E. Sanders of Miami Dade Junior College presented a paper entitled
“If It Lacks Relevance, Tv Isn't Liverature” ar the Southeast Regional Conference on
English in the Two-Ycar Coilege, recently held in Washingron, D.C.

#The negative approach is often the most successful. See Saki's “The Storyreller”
in which naughty little children arc fascinated, overjoved, and quicted by the story
af ihe “horribly good” girl who is devoured "'y a wolf.



Fleney WaoNeRr

Open Lah: Seeing Kids as People

At the beginning of cach year, the good tcacher vows to make this
year really meaningful for students and to individunilize programs to meet
specific needs. But how docs one begin?

In an effort to get better acquainted with the one hundred and twenty
seventh graders newly assigned to our interdisciplinary team, we decided
to schedule small group discussions. Six to cight students were randomly
assigned to each group. The question for consideration: “What are the
problems common to most kids in the middle school?” With lictle hesita-
tion the groups launched into an cnthusiastic discussioin. Each group
sclected one student to report its findings to the entire team.

As I listencd to the reports, it dawned on me that in one way or
another every group was stressing the same two points: “Nobody cver
listens to us!” and “We're so busy learning what we have to learn that we
never have time to 1carn what we «want to learn!”

Now .t vas time for me to ask some questions of mysclf. What werc
the implications of these two issues for me as an aault working with young
pcoplep How could 1, as an English teachcr, make English a more vital
force in their lives this ycar? Not simple questions at all.

With the cooperation of our four tcam teachers of science, social
studics, mathematics, and English, we decided to schedule as a trial a free
choice period rhirty minutes long during the week. (The flexibility of a
block of team ume makes such scheduling ‘;implc ) During this time any
student would be pcrnuttcd to contact an” of us for any pmpose the
stucent desired. A simple signout sheer md1c1tmg the studer *’s name and
destination was used. The only limirition was that the student, once he had
made his choice, must remain in the sclected room fer the entire period.

As T anxiously awaited our first session, more questions flitted through
my mind: Would the group be only remedial students? Would I be able
to handle a varicty of nceds? Would anyone even come to the English
room at all?
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At the first session only five students arrived: Patty and Sue, who
alwavs had their noscs in a book, cven in the cafereria; Russ, who ap-
parently considered this a time to carn brownic points by charming the
teacher; Nancy, wha seemed to be behind in her letter writing and spent
all of her time engaged in this activity; and Dan, who said not a word but
spent the cntire period strolling about the room, ﬁngcring rhe brightly
colored pocket books displayed on racks. (He never opened ani, of them.)

The thirty minutes scemed endless. I wanted things to start happen-
ing. Nothing was going as I had expected.

At our teacher evaluation meeting all four of us reported similar ex-
periences, except the social studies teacher who had been inundated by
kids poring over the maps and globes in her room. But we decided to
ask the kids what they thought of the free-choice period. .

At the student cvaluarion secssion, the majority of the group was
vigorous in its enthusiasm and asked for another session. We wondered:
Did they consider this “goof-off” time? Was the experience of making
free choices such a treat for them? Could it be that maybe something had
happencd during that time afrer all?

And so we tried it again. This time cleven students, including the
original five, arrived in the IEnglish room. That was cncouraging.
Eventually the group varicd from nwelve to forty-two. It took three or
four scssions before Ikids began to open up and obvious things began to
happen in the Open Lab (so dubbed by the students).

Bob confided that he had repeated two previous grades and he had to
pass this ycar. He explained that he had never been able to write “about
spring and stuff like that and anyway I can’t spll.” In a conference wiili
his mother it was agreed that Bob would simply be graded “Pass” so long
as e made an honest effort. His writing, often only two sentences at the
beginning, gradually improved and as time went on I noticed fewer words
were misspelled. T learned quitc a lot about hot rods from rcading Bob’s
compositions.

As I sought to discuss with Patt. the book she was rcading, she sud-
denly burst out, “I don’t really like to read a!l the tinie. It’s just that I don’t
know how to talk to people.”” Obviously Patty neceded opportunitics to be
part of various-sized groups discussing common readings or other projects.
The English class certainly offered opportunity for group work, and
slowly Patty responded. -

I thought Dan would rub the pictures oft the pocket books before he
asked me, “Could vou help me learn to read:” Together we outlined a
program for Dan, and blessed wvith the aid of an undcrbtand?:lg paraprofes-
stonal, his progress was rapid. One day he volunteered to read part of a
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story aloud, although haltingly to 2 group. When he concluded, his group
broke into spontancous applause. (A marvelous rapport develops among
kids in a group like this which they have joined by choice.)

I learned that Russ, the non-stop talleer, was one of seven children. By
the time he finished his paper route cach day, cvervone had scttled duwn
ro do homeworlk, television, and chores. No one was at all interested in
listening to him. Graduall»s students took my place as Russ’ listener and
the talking became a two-way experience in communicatiois.

And there were others—Jack, the superior student, who read omniv-
orously and remarked, “I never have time to read just for fun”; Angelina,
who forgot, or at least controlled, her fear before groups as she demon-
strated 7-Hw to make rortillas; Bill and T'om who wrote and later produced
a play wrolving thei classmates.

I wish I could rc ort that Open Lab was 100 percent successful. But
LLou and Mary continucd to spend their time playing tic-tac-toc at_the
chaikboard. One small group always retrecated to a corner table where
they chateed quietly. Two or three students were never able to scttle on
any onec activity but changed from reading to. shelving the books to
arranging bulletin boards. But maybe these activ':ies served a purpose too.
What a treat to have thirty minutes to use as one pteases.

But was this English? I like to think it was. Of course, thirty minutcs
per week were insufficient for spectacular accomplishment. However,
everything I learned about individual students during Open Lab could be
and was applied to their regular class activities. In this way I could indi-
vidualize the course to fit the student rather than fitting the stadent to a
prescribed course of study. Once I began to look at the needs of individual
kids as people, their nceds as English stud~nts became clearer and could
more easily be met in areas with real significance to them. And who kinows
—in th- long run, what happencd to Russ and Don and P2tty may make
morc difference in their lives than any numbcer of formal English assign-
ments might have done.

Pcrhaps the cffectivencess of this program can best be measured by the
reaction of the students themselves, On the finai evaluation of the year’s
activitics by cach student, scventy-cight percent commented, in some
form: “Next vear be su: to have Opcn Lab. It helped me more than any
part of school this yecar.”

Hannah Middle School
East Lansing, Michigan




Riciiarp Brouvcn

Getting 2 Know You

Wanting a problem sophomore class to tell it really like it is, T asked
cach student to think about school and write his immediate responsc and

fccling by complcting these initial phrascs:

1. T'gersor ~d .

2. Somectime -mder ...
3. I wish..

4. IfIT had. ..

Each student is to be commended for ais frankness and honesty in
reporting his feelings at the moment. Lesving out some personal notes
directed to certain members of the faculty. ‘cry little editorial work was
done teo their remarks which follow:

I. Tgetsomad...

when I get blamed for something I did not do

when I am trying to understand the teacher and everyone is talking

when noboady seems to want to learn a thing

when there is a show of unfairness

when the teacher trys to put the screw to you

because of some of the damn teachers in school

because there is sonicone in this schoo! that bugs me

when teachers give mie a lot of work and T am not in the mood for it

when I get suspended without even having a chance to give “my side”
of the story

2. Sometimes, I wonder . . .

if teachers will ever come up to date and realize that the world has
changed from the past 30 or 35 vears (hair, dress)

why some people have it rough and cthers have a good home

why some people want to quit 2« soon as they turn sixteen

what makes those guys do sruff like calling reachers dirty names
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why —— is teaching here

w hv students who w 'lﬂt to learn ¢zt because of

if it is the teacher who does noc know how vo understand che wayv |1
trv to tell things

if the teacher will just once ler me alone

if teachers know what they are doing

about the teachers if they rc.lll\' arc if we ger through or not

3. Twish...

this class would setele down and stare gerting to work

I was in another class

we could choose our own secats

I were smarter and could be a teacher and understand teens in school
I could control myself so I can be nice to people _ceause T like people
I could make better gradcq in English

everyone would stay in school and go to college

some boys could be taken out of class

the world would have more freedom than right now

the boyvs who constder themselves men w ould act like it

I could carry a knife without teachers velling at me

4, If Thad...

the power, I would kick some kids out and not even ler tham in night
school

the classes T wanted to take 1 could be the wav T am now-—because 1
hate almost every class 1 got

the choice to take a few PU})!]H out of class, I would

my way, L.could stay in school and learn

my choice of school and jail, T+ ould go to jail

to go to school again, I would because T know now what things that 1
have done wrong and I would try harder and not guof off and
maybe I would be a better person

a half decent job, I would quit school

a lot of pawer, I would do away with school because afrer a certain

time, school gets extremely boring

Reading all of the answers carcefully to get some basic idea of thic
general fecling of the class, any observer can sense that these teenagers do
care¢ about themselves, their school, their classmates, their studies, their
teachers and . ir world.

Any sampling of these reactions would remind one of the repetitious
ideas that onc sees in underground newspapers of our high schools across
Ameri 1c.1-——|mpus0nmenr of schools, the pzc;udlcr of _achers, and the pres-
surcs of the system.

As a dt.pfutmcnt head vitally interested in rhe education of young
people and in the effectiveness of the English teachers who teach these
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students, 1 believe the grear value ot this survey has been in some of the
reselutions 1have formulared:

1. To foster the learning climate in which these students can
perform more readily: and successfully,

2. To fill the English Study Center with more appropriate mate-

rial and literaturce to reach these learners individually-.

To bring more cmphasis on a personal basis of our school

phitosophy (the education of the mind, the hand, and the

heart).

‘wd

In the future, I would recommend a continuous study of this type to
deal with teachers, school athletics, the community, the war in Viet Nam,
home, church, movics, television and ﬂny_othcr concept or idea of value to
the student.

Incidentally this particular class was charged with the inability to
write or discuss im_y subject. The rhetoric and voice of che students
writing on a subject they are really conce...ed about, however, proved this
to be an idle and false conclusion.

“Getting to Know You Survey” is an excellent way to get acquainted
in a hurry and to have somec necessary goals placed before you carly in the
coursc. No other subject ficld offers the array of books and matcrials to
fulfill these goals so successfuily.

Emimnerich Manual High School
ladianapolis, fndiana



D. Bruce, Lockersik

Compesition: “Someone . . . Spenking' to
Somecne Else”

A few weceks ago a discouraged senior wrote on a Hamwlet examination,

[ don’t know anything at all about Eliot’s theory of the objective cor-
relative and I guess 1 should leave this space blank. But you get paid
to read examination papers, and 1 might as well make you earn your
salary by reading my paper.

After 1 had calmed down, 1 spolke gently with the bov, asking him to
re-read his statement to me. He had no neced of rcbuke from mie for the
rudencess of his remark. He was thoroughly ashamed of himself and I was
satisficd that he had learned as important a lesson about tonc as I had faited
to teach him about Eliot’s critical theory.

Each of us is thoroughly familiar with the problems of tone. The man
or woman who igriores the tone with which he speaks soon obtains 1
reputation for boorishness. and spends much of his life apologizing to
oftended acquaintances, not for what he said but for how hec said ic.
Spoken language has inflection and emphasis, aided by physical gestures.
Written .!:mguagc also has inflection and emphasis.

Tone in writing is a reflection or the way the writer feels toward his
audience. At the moment of his frustration and anxicty, my student felt
contempt for me and my position as his teacher. He did not say so, but his
smart-alecky tone—the gratuitous manner in which he presumed to decide
whether or not I would have carned my salacy if I faiied to read his paper
—unveiled the distance between us. Walker Gibson illustrates tone in this
spatial mctaphor of distance and clevation: A pompous spcaker may
address his audience from the distant remove of his scholarship; he is both
anove us and apart from us, A chummy, cutc speaker, such as we meet in
advertising, narrows the gulf as much as possible; he tries to assure us of
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his concern for our welfare as he snuggles for intimacy. These are mani-
feseations of tone. '

But what of the content of our communieations, the subjece? The
writer must also consider how he feels about his subject. This is ofren a
different relationship from the way he feels toward his audience, For this
reason, Walker Gibson differentiates tone from actitude, cthe rclatiﬁnship
between the speaker and his suljject. For example, my friend and I may

‘arguc pleasantly over the effectivencss of the New York Giants’ quarter-

back, Fran Tarkenton. Qur tone can remain friendly, even if our attitudes
toward the subject differ and are, in fact, hostile. T ean sav,

“But, Charley, old buddy, I think Tarkenton is a lousy quarterback.”

My tone toward my friend Charley has nothing to do with my actitude
toward the quarterback. In another siruarion, however, I miight sav,

“Charley, old buddy, I think you have a lousy sensc of huinmor.”

If T mean what T say—and the total context of my remarks must be
weighed—Charley will quickly recognize that the phrase “old buddy” docs
not mean quite the same thing this time. My tone toward him has merged
with my attitude toward his sense of humor, and we arc in for a brawl,

These are fundamentals surrounding the essential question, “1Who s
speaking to whoewnz about «whar?” Speaking voice, audience, tone, and arti-
tude. And all of this is determined by the choice of language and its
arrangement—rthe rhetoric, in other words, It is inferred by the reader, and
its effectiveness is judged by him.

Now what does all this do for the student? What ean rherorical role-

‘playing games mean to him? It is mv claim char this approach allows the

student to write from where he is.
I begin with the premise that, whether consciously or not, most sce-

- ondary school students are morc aware of the power of language than we

give them credit for, They know fad talk char is acceptable to their group,
and they laugh at us when we try to play the role—a ti:c:ndcscei:nding role,
for the most part—of the cool and groovy cat rappin’ like we know where

it’s at. Some of my students, for example, were appalled at the New York

!
Protestant Council’s attempt to evangelize with the following spot com-
mercial: 7

Just because the world turns vou off, it’s no rime ro cop out on Gaod.
Church is where it's ar. It’s the one place where you can really do
your thing. ' ’
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They regarded this as phony, unrcal. Conversely, teenagers can spot in
l‘]]Cl’l’l%LlYE‘s :lnd in Cjtl‘i!‘;l’% tlu: fdl%i:l’ll‘.,‘ﬁ ni‘ mﬁ ltf:d ].lng'lilﬁ‘c h.ailﬁm’; h 1;1;
Couteneement dax% “%tudgnt% can if:.nt,r;llh* %pc}!: thg more hlat.’ﬂ‘itl\
offcnsive appeals, althﬂuffh they cannot always JlflLllthL W hat it is about
the rhetorie that offends thel]l

Once we establish the student’s recognition of the im‘pﬁl’ ance of lan-
guage, our next seep is ro determine what causes tlhe particular effects we
have ‘observed. From a carcful examination of models we muse progress to
a close look at the diction and syntax of each sentence, for it is by the
exact choice and arrangement of words, the rhythm and lengrch of sen-
tences, that we shall find and create the ‘ipi:(llslllg voice we choose,

In his amusing and instructive mcnmgmph The Five Clocks, Marrin
Joos categorizes narive English usage into five stvles or lf;i*:;li:; of diction:
from top to bottom, thcv are frozen, formal, consultative , casual, and
intiznate. May 1 presume to offer categories of my owns Ixcgpmg the
same five scales, T should eall them highly formal or ceremonial; formal
or literary and technieal; standard or conventional among Lijllt_ﬂfi}{i per=-
501183 ulfm;fual or conversational; and bighly informal or bull-session/coffec
klatch chatter. To illustrace, here are five statements abour marriage.

Highly foriial or ceremoinial:
I}QH’IV l::]{ﬁ;éd we are Lf’lt]’iLl‘L[i I’lx:lt: in tl'u: %Igl‘lt nf C;nd, nnd it rhe
in lmly M*’;trmmng_

Formal or literary and technical (in this ease, fulfilling ctiquette):

Miss Mary Alexandra Jones, daughrer of Mr. and Mrs. William Jones,
will be wed on January 31 in “?:prmgﬁcld to Robert Archer Smith, son
of Dr. and Mrs. Archer Smith of Chicago. Fer parents have an-
nounced the engagement.

Stairdard or conventional usage among educarced persons:

Robert Smith and I\an Jones will be married on January 31,
L ]' ormal or conversational:

Say, I hear that Bob and Alary are getting married on _].mun’\* 31
Highly f??fé??im r chatter (in this case, current fad ralk):

Bob and this chick Mary are latehing on come January 31,

. EJ::]’I of these levels of usage represents an appr opriately chosen speak-
ing voice for some occasion, The h:ghl ¥ foruial or cercemonial voice of the




COMPQOSITION 21

highly informal voice of, sav, one of the bridegroom’s friends discussing
the wedding in a eollege dorn may also be appropriare. Neither is more
correct than the other, aceording to social conventions, however, one will

clergyviman officiaring at the marriage rite is appropriate ar thae time. The

be more appropriate than the other.

With the exception of rare use of ceremonial or ritual language—
repeating the oath of office, signing our name to a bank loan, writing out a
business contracr—most of what we write ringes among the other four
levels of language. Seldom do we remain frozen for long at a particular
level. Again, there are exceptions: a 200-page doctoral dissertation or a
[500-word term paper will both be written in formal language. But in
most of our experienees, what we write will reflect the continuing adjuse-
ments we are imeking with our audience as we spealk—adjusrments that in-
clude a B3ic of humor, the use of a popular cliche, the quoration of a serious
proverh, the use of a highly technical term. For the most part, however,
we decide upon an appropriate level and adjust only onc level upwards or
downwards; jumps of more than onc level are too often unsettling to our
audience and, in fact, may suggest that the speaker himsclf has not found
the appropriate voice. ‘

~There arc numerous ways of drawing on a student’s latent awarencss

of language distinctions. Discriminating among terms for a given color—

red, scarlet, flaming red, rouge, ruddy, blood-red, erimson, or for an

cmotion—joy, delighr, pleasure, exulrarion, and so on, is a simple introduc-
tion to the fact that words bear subtle nuances, that there is in fact no
true synonym, that each word is uniquely itscl’,

After the student has been reminded that words are important of
themselves, he needs to be shown that the combinarions of words produce
a wonderful varicty of effects. He nceds to be shown the remarkable
clasticity and flexibility of the English sentence. He needs to be made
aware of the rhetorical options before him. Here the particular methods
of Frances Christensen or Paul Roberts or another linguist may be helpful.
But beyond learning the several possible locations for the adverb only or
the slots for a prepositional phrase of possession, the student must be
‘shown that behind cvery written expression there must be a conscious
mind at work: “Somconc speaking ta someonc clse.” As the writer
of the sentence, it should matrer to him whether or not his audicnece
understands what he means. Berause his writing is an cxpression of him-
self, he must be encouraged toward self-respeet and a high view of the
importance of his own creativicy. This is the glory of the human being,
that he can eare about what he does, and chat he can be sclf-critical, for.as
Joseph Wood Krutch wrote, '

=

]
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it is i Discourse of one kind or another—whether ic be i;xpn-ﬁltmn
debare, artistic LlL“lf!UlIi or mere soliloquy—thar the disrinerive Ix

human aspeets of conscious life manifese themselves.

Writing excrciscs find the student where he is, but they do nor neces-
sarily leave him there. Part of the whole value of \3 ‘alker Gitbson’s method

is that its role- p!nvmg l:l’llph'iﬁl‘% reaches into the manner of living we lenow
so well. We are individuals comprised of any personae. We shift through
a set number of csrablished personae every dayv with such routineness that
we scarcely notice the change from husband-to-father-to- passenger-to-
admmns.traturﬂn teacher-to-conch-to- pupll to-gournict-to- theatre critic-
to-lover. (Zinly when our routine is disturbed, as when we find it NeCessary
to become a policeman or a soldier in a moment of crisis, do we lose our
cquilibrium, Otherwise we feel well adjusted.

But our students. may not all be mature enough to understand that
role-playing is natural, indeed obligatory to good health., Some will pride
themselves on their sovercign individuality, their Eﬁﬁ‘;t’l!li\f and fear for
the intrusion of l’lVP{H.‘I'l%\F l*m this reason, it is he pful to contrive 3551211-
ments which force a shift in speaking voices as the dramatic siruation shifes.
[ gave as a recent assigniuent two letters expressing the identical opinion on
President Nixon's "i’m‘c:rnb;r 3, 1969, address. The first letter was to be

written to the President; the %Ct;ﬁtﬂd to an assumed twelve-yea —old

brother, I find uscful an assignment which asks, first, for an argument for
or ‘lg.liﬂ'%t the relevance of 2 school mOtLo O a4 Contemporary teenager;

then, a d.iy or two later, the student reverses his PD‘;IL‘IDI’! and thm]

thmugh the aifgumént another person might sce it.
Developing a sense of audience helps to rel if rce the importance of
considering cach word. How do you dEStzribe g g-beater to a blind
child? How do you explain bascball to a LLuropea hange student? How
do you cxplain some article of your faith to a p on i}f another religion?

How do you discuss with an adult admirer of \?wg Idi.and Buxtechude the
meaning of the alleged Paul E\It:(:artlmv dxs‘ippcqr ince? As a starter, the
student soon learns, he must try to fDllﬂw thz‘: advice of Atticus Finch and
“stand in someone else’s shoes.” S - o
This, in sum, is the approach to composition I am using. -We cannot
lcarrt to write—no matter how many sentence patterns and transformations
we master—until we have begun to value for ourselves the' m vstery that
sets us apart from the animals: the gift of verbal expression, “Someconc . ...
speaking to somecone clse.”
B The Stony Brook School
Long Island, New York




Bannara Sussarax

Compositional Climates

What follows is a discussion of the ways in which T artemipted to
“humanize English” for a remedial writing class of twenty five junior
college scudents,

At first 1 was interested in knowing how the students viewed theijr
cducational nceds and how they would go about filling them if allowed
freedom in developing the course. The students met in small groups for
several sessions and decided they needed the elassic remedial composirion
course, unchanged except for a few minor rujes relaring to homework and
attendance, (I would not coliccr or grade homeworlk, and before dropping
a student for poor attendence I would be required to meet with a student
committee to evaluare the case.) It was at this point that T realized thar
for me to be able to reach them as individuals, I would have to change
the students’ perception of their classroom experience, I decided to begin
by breaking the large, formal class into small, dyn:‘mlit;:_ seminar groups,
and fiom there move to more individualized teaching techniques. The
small seminar groups cnabled me to establish a rapport and trust between
me and the students and among the students themselves. Larer in the
semester, a close working relationship between all members of the class
was cfleetively accomplished. |

The groups mect two or three timies a week, sometimes with me,

somerimes withour. When available, different rooms were used for the
groups, and depending upon what the task was, T mer with them briefly

or for longer periods of time. During the morning and late afternoon the

groups met in the studentlmmgg or.in.an available cmpty. classroom.
When the lounge was too crowded for intellectual acrivity, the groups
shared the same classroom or used a conference room or part of the
faculty office. -

'Gﬁl"ﬁ;"f{ﬂl}? there were three types of activities in which the groups
engaged: discussing questions and reading assignments, creating materials |
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wWritten hv ﬁrﬂup rm:mhcl% I Q[’lLﬂlll‘.’iQLd tht: studcnts to dlacu*ﬁ thclr
class work with cach other; at first they considered this cheating, and it
took quite a while before the students fele free cnough to exchange their
ideas. The smallness of the groups (six ro cight students) allowed for a
more cven exchange and dialogue once the students met a few times and
got to know each other. The feeling they were there to help rather than
compete with cach other gradually encouraged thc, more v oluble students
ro help their less articulate peers learn to join discussions. I:}m*mq these ses-
sions I eventually gave up the role of discussion lc’d, or the preferable
one of observer, for the ultimate task of the teacher is to be dispensable,
The student must finally Iearn to learn by himse f to l e his own guide
through the world of know ledge once he has mastered the methods and
skills he needs ro guide himself incelligently-

The seminars helped the students to sce me as a fellow human being.
It enabled mie to observe the students interacr more and in a different way
than they would have solely in the large classroom, and thus I had more
malghta into them as individuals.

Afrer the groups had been initiated and the studenrs were fairly
comfortable in their new situation, I asked them to write journals which
would read but not gradc. The purpose of this, I explained, was to
H viate the students® panic when confronted with a blank sheet of paper
by having them write a little bit every day. Because the students had
gotten to know me, most of them did not resent this as an incrusion into

their pEI"iﬁl‘l"ll lives or as ]ust more work pﬂur::d on hv a crucl Lng‘lﬁ*h

[

=

‘U‘

teacher. From the ]Durnals I was able to learn more about my students
from the topics on which they chose to write and the way in which they
went about writing, When 1 bcﬁ’an to mect the students in conferences
“abour their thgmcs I was able t::: draw on very valuable jnfﬂmntmn to
hc]p the student with his wrltmg Pfﬁbli‘ﬂl?

The personal, individual conferences were important but impossible
to have with i:VﬁtI‘y student for every theme (thEV svrote about nght
themes and many short paragriph% durmg the course of the term), so 1
then asked the students to bring in a small reel of tape. Most students had
tipg: recorders available at home or through a frn:rm T recorded rn}
‘eomments.and cvaluation of tht}lI papers on this tape. (Unfo ortunately, I

t;hd not have a cassette rcsﬁrdcr available; this would have saved me the

time I spent threading the tnpes.) Since 1 spoke- rather than wrote my

comments, 1 was able to t;ntf ize more mdw:du-ﬂlv and incisively than

ifl had rrncle writttzn cc:u.ima:n I Ilmvcci the '«;Eudcnts to rewritc th:‘zn cs

EKC
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for a higher grade if they wished. T'his and student questions gave me
additional feedback on the effectivencss of my comments,

The teaching materials were diverse, with an cmphasis in the begin-
ning on visual materials and personal experiences. The course itself was
cxperimental, and much of the material was devised especiallv for that
course by me and the students chemselves as the course progressed. Most
importantly, the students wrote a variety of paragraphs and themes in
and out of class.

The atmosphere in the classroom was achieved through a series of
reaching  techniques involving group and individuai aceiviey with the
ultimate goal of fostering self confidence and individuality in the student’s
ability to communicare both in class discussion and in his writing. Cer-
tainly the students’ writing did not miraculously reach graduate school
fluency, bur by the end of the term they were not as afraid to wrire as
they had been, and they were able to write more quantitatively and
qualitatively than they had when they entered. What is the proper way
to cvaluate the cffectivencss of the course? Grading? The students were
graded by me, not a very objective measure. Most of the students did
well in freshman composition the following term, but that doeesn’t tell us
much, cither; we have no correlation on the standards of grading of the
other teachers and myself. Grammar test? Flueney in a grammar test docs
not indicate fluency in writing. Finally, it is possible that this improve-
ment was pact of their natural intellecrual development and not due to
the classroom expericnce. All I can offer is my impression thar it was a
successful venrure: I enjoyed going into class cvery day, and judging
from the students’ arrendance and active participation, most of them fele
the same way. '

lw]

Allegheny Campues _ )
Cormnmity College of Allegheny County
Pittsburgh, Pennsylvania '



Homework:
A Slm'lmg Point for Individualization

1f homecwork is to have meaning, it must have coherent, long-term
objeectives related to the course or courses for which it is bfcmtr done.
ideally, frw blanket homework assignments would be made, :1ltlmugh
50Im1C mlght be defensible. Again ideally, teachers in varied subject ficlds
would work together in formulating assignments which would cross-cut
discrete 51,11:;::;;1: arcea lines. Houmeworlk in most arcas of the humaniries
would broaden throughout the school }E"lr into project-centered, out-of-
class assignments rather than requiring students to read ten pages and
answer fiftcen questions. In some cases students would work individually
on projects; in others they would work together in groups of three or
morc students. For optimum results, each group in the class would be
working on different facers of a similar problem, and cach group would
be IL%PI‘IIELI}[L for defining for study its own area of some overall problem
and of remaining within thc Timitations imposed by its definition. Rather
than dmng day-to-day homework assignments to he plf;’%ﬁl’i!ld ro the
teacher, studenrs would make I'Cports to thci;: individual groups based on
what thLy have done outside of class. Periodically, each group would make
progress reports to the teacher and perhaps to the rest of the class. The
student’s ultimate classroom end in this sort of approach would be to
present findings to the class. But the ultimate educational ends—ends which
w ﬂuld carry thrnugh into tIu: IIVC% ’md carcers Qf rrriny %tudcntg=wnuld

o
=
&

- _smutmn f)f a PI”_‘%I)ICIH ( “J) to assume .111d to de;lcfa
to fjrgﬂnl?c :md give fﬁ(:ll‘s o prnh[t:ﬁl%nlvu‘ltf acriv
*.11:1\;:3 eﬁ“nrt.

é%pf}nmlnhtv (3)
a

10C
ity, and (4) to func-

this :;Pprnach Lt lLf us 1%511111(; Fm }1[]1‘})(1‘1&"‘{: nf lllll’ﬁtl’,ltlﬁl’l ]‘IEIL tlut a
]umur high school class is going to concern itself with a unit on occupa-

tions, Such a umr. mlght cross-cut Engllsh and s,c:x;ml :'jtﬁdli;“ 111(1 :cmld

Q
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conceivably have a tic-in with mathemacies, science, forcign languages,
and other areas of studv Most ;unmr high %c_’hfji}] libraries have extensive
hnldmg% in the area of occupations and careers. While a unit on occupa-
tions and carcers may not focus 'ipc,(;lﬁi:‘iu\ on %tudif,% in Lnif]hh it does
pruvldc a number of kev opportunities for basic assigments in the com-
position and communication processcs.

Once the class had decided to pursuc such a unic—and let us assume
here that the decision has been arrived ar cooperatively during the first
week of school in Sceptember when the teachers perhaps w ould not know
the students very well—the teacher would nccessarily begin to formulate
5O1IC Iung-tz‘:lm plans. A first step w ould inform the school librarian
of the class decision so thar appropriate matcrials on various ability levels
might be conveniently g’.‘ithcl’Cd in onc place. The teacher alonc might
inform the librarian, but it might also be good at this point to ask for
student volunteers to serve on an archives committee whose I‘E%Pﬂl’l%iblllfv
would be to provide linison berween the librarian and the class.

Before groups can be assigned and sub-arcas of study planned, the
teacher should know more .1lmut the students in the class, and they should
have the ﬁppmtumtv to know smncthmﬂ' about cach orther. One means of
achicving this end is to have cach *-—.tudr:nt write an autobiographical cssay
outside of class. Flowever, at the beginning of a term, the teacher would’
be more likely to ger honest results from students by asking them as their
first out-of-class assignment merely to list those fifteen or twenty things
which they think have influenced their lives most or have c:)ntributzzd
1T0SE €O N 1ng them what they are. T hey mighe list people, places, books, _
movics, television shows, h(}bblf;% amimals, or anything clse which has
profoundly affected them. The teacher uﬂfrht do this assignment too, and
thc resules of the assignment should be l'C’lfj and discussed in class.

Favin 17 now g:uﬂcd a clue to his students’ intereses, the teacher might
consider wha tzqmpnmnt the studencs arc E"ﬂlﬁfj to need in order to work
cffectively on their pra}r:;ts, If they are going to present materials on a
broad range of occupations, they will probably neced to develop some
mtcrvmw;ng ttZt;‘hI‘quC'% and will have to work on dcvclr_}pmt‘f their powers
- of observation. The first step toward dz:v::lnpmg mfcrﬂewmg te:;hmquc:q
15 that of lcarmng to communicate ﬁrallv with sufficient ease and confi-
dence that the person be cing. communicated with is at case. The most
dircet route to ﬂs:l’ucv ng this goal is that of free and épcn classroom dis-
cussion. Once fre 1151:11*;*;1@11 has become a commonplace, students ca
begin to work on mock interviews with cach other, but rhey should nc
hcgm with mock i nrerviews until a free and natural atmosphere for dis-

cussion i‘l’l& bccn Est-ibhshf:d

£
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Fluman beings are notoriously unobservant. A second blanker 15:%1gn—
ment for students would be ro have a stud;nt sit or stand for one minure
in a familiar place=his bedroom, his kitchen, the hall ourside his apart-
ment, the back seat of his father’s .11-=t11i:n go to another place and list
all the things that he can remember from l‘uz, one minute of observing,
being as specific as possible. For examiple, “a bright picrure, about 10
inches by 15 inches, of yvellow and orange chhh:i in a one inch plain gold
frame lung;ng about a foot above the green ::halr ' would be much berrer
than “a picture of some flowers.” He ‘could work on his list for ae long
as he wished and then eheck it against the spot ar which he had been
ﬂbscrvmg A

~ The next related a ssignment would be fc:;" the student to go to a
familiar l‘;il:lc;c and sit f or two or three minutes, maling a list of al
impressions except vist l oncs of which he is aware. This ass ignment is
best done with two or more students so that thcy can comparce 1mpr¢:‘5=
sions, but a srudent hﬁ does not live within praxm’ntv of other students
rmght do it with a b other or sister, a parent, or a nei ighbor.

The next step in ﬁbscn?mn‘ would come w:th asking rhe student to
observe human behavior, pf.:;lﬂp% Qb-;f:rvmg one person from a window,
and to write all of rhe gb;cctwc facts that he can about this one person

and about what the person is doing. Agam a list would probably be as
good as an essay for the purposes of the assignment. The next stage would
be to observe somecone performing QEEUF‘F&EIC}]‘[JHY The student m]ght

| sense

watch a I'Z.‘lf:l’k i a sup:rm*zrkct a gasoline station attendant, a janitor, a
guard in a museum, an aide in the public llbf"!r}f and jot dgwn a list of
the separate tasks which this person pElfD ms in his ]Gb in the. course of
two or threec minutes, including such items as “takes out handlerchief,

mops sweat f rom brow.”

These assignments, all related, would then lead to an interview with
someone the student knows (including a parent or relative) about the
requirements of his job, The in-class reinforceinent for this assignment -

would come from one or rwo classroom presentations on mtcrvmwmg
techniques followed by miock interviews. Int;:rwcw questions might also

be formulate d b}f the c:la*%s : —
As this work is proceeding, the studc:nts would be Cﬂﬁ]li’lg to know
,and t

each other bz: tter they would be worl cing toward a definition of their -
‘occuparional mt:: sts. 'The time would be fast-approaching for the class

to be suhdwxdcd into groups. The teacher might ask students to suggest
occupations they would like to study., Probably the first result would be
that students would suggest g:aupatmns like law, medicie, teaching,

automortive repairmg or cc;mmérc::gl aviation. Here the teacher must

EKC
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guide rhe student 1111:(3 sceing that p:;rh;ps th; first step is to find hl’ﬁdd
headings such as “service occupations’ or gﬁvcinmcnhi occupations,”
Then the student will })rnh:lblv be able to see thar subheadings suggest
themscelves. Under “service ﬁ;;upatmn% ” for cx"lmplc, an obvious hrc 1li-
down would be “professional” and ‘non-professional” or “skilled,” “semi-
slkilled,” and ¢ ﬁrjnssliillfzd ”

Once the groups are forn Qd, the delegation of Iﬂﬁpﬂﬂ%lbl]lt\' should
come from wirchin the g C’HJP Pecc dlsgpprnval will spur the iazy or reeal-
citrant student much more effec nff.:lv than reacher dl&.’ippl‘r}v‘ﬂ Groups
should be cxpected to me

,,,,,, Cf_*wmnﬂlly on their own time. If geograph-
ical factors prevent this, i hsx’:ussu:m of group work should be carried
on over the telephone, Class time should be provided for group meetings

one day a weelk.
Ihc: lar g;: grnup/st’n.‘ill grc}up/l di\sidﬁ;’ll ;1?}31‘{)3;11 fmt]incd fhu*’i fu*

CL O
11

CEIGPCI’”IEIVQIV ,‘md to :i;.r:e:pt rc'%pt) ‘ilblllt‘;’ a5 deHduJI% It 5hauld prﬂﬂdf..
good background, roo, for other SP;Ll’il tvpes of individualized instruc-
tion, Successful experience in the small group approach, for example,
should give the student and the teacher courage to tr v more homework

on a r:r:vmplefely lllleldLléllé(:ii bas:%—-pm;cct LC!’IICI’CC] h::m‘u:u ork w hlch

P"ll’tlf;’ﬁ]”if 5tudt;nt nnd whu;h 15 hﬂaed on thdt 'stud;nt spt:r;ml interests
and abilities. This type of homework would usually: be long-r range and
mlght involve persons other than the student and the teacher on a con-
tmumg basis. For example, a }jrnfc:»,stjf of English at a m":zrhv college
university might devote an hour every other wc::L for several months
wt:rkmg individually with a budding young poet or sto } fcllcr, A lf:(:.il
musician might work with a gifted student on a topic in the historyv of
muasic or in cnui’ltﬂl‘pﬂlnt lﬂrmﬂn} , and CﬂmeSItiGn

Individualized homeworlk such as that just described might involve
progress reports to the class, although these would not be nmrl\ so 1m-
portant as individual progress reports to the teacher. This raises the whole
matter of time. Teachers are ‘busy pEﬁPlE. Small amounts of time will be
available for conferences before school, and somewhat larger amounts of
time for conferences at the end of the school day. Then, too, teachers may

find themsclves so caught up in the satlsfactmn of this tvpe of work with
idividual ;ﬁungstms thar they will want to offer one night a week as
“Open Line nght so thar students may tclephgna the teacher at home
to discuss project work. The teacher, of course, must insist on uzasan:]ble
limits for this type of conference, . -

Group interaction WIrh ernph 5is - on iﬂdividuaﬁzed instm:fian
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through homeworls, as described here, will create grearer interest in a
subject area and make school in general more meaningful to students.
The truest and most memorable learning experiences are derived from
problem-solving activities. Indeed, the bulle of human energy is expended
in such activitics. The best preparation that the school ean give its stu-
dents for coping wirth life is to provide them with opportunities to work
~both cooperatively and independently on projects which are related to
their own lives and interests.
Duke University 7
Datrbaini, North Carolina




R; GLesy Marnix

W!m! Eln We Heully Indmd nlnze“r‘

~Individualized ili‘%tl‘l]i;tif_u’l scems often to be a mirage: how can one
rrcnuuu;lv individualize instruction in a class of rw;nt\? thirty, or forty
- students, all agsembled in the same place at the same tllﬂi’? If the teacher
docs the mstruc,tmg; say, with !:lurtv students for a sixty-minute period,
and if the instruction is licerally l!ldﬁ‘ldu.ﬂ]ft.d then the teacher spends
two minutcs with EJLh student, Over a }cars time this comes to sonic-
thing like six hours pc: student=or Tess than one school day per }LJL’
- S0 why don’t wec come off it? Individualized instruction is pious
nonsense. Our. culture’ $ deep dedication to the welfare of the individual
is not CQHSELULE]VQIV %crvcci by loose talk about one-to-one instructional
Carrangements, A tz:di:h(:ihilﬁp]y.i;:’lﬂllﬂt be sliced into that many picces

or qprmd that thin. '

L.ct us, instead, go at it from the other end. If individualized instruc-
tion is, for pmctm,ll purposes, impessible, individualized learning is inevit-
able, A student learns exanctly what he learns at ex .ILtly his own pace and
in exactly his ow n way. Just as he breaches his own air and eats his own
lunch, so he acquices his own cducation. A teacher can hclp him make his
own cducation ‘:norc or less manageable, morce -or less P"I].lt"lblc more or
less humane, and more or less adequare for survival in a dﬂngemua world;
~but the srudent does’ whatcver lemnmg is done:. Lmlmdy can really plﬂ—
‘giarize an gdumtmn :

Indl‘t‘]duﬂ]lsﬁﬂtlﬁl‘l, then, is built in at the learner’s end of the trans-

action, and: tl’u% I8 I t:hmk whcrc we d hgttgj lm:xL fgr IE* W lu‘;n; we hn\*é

tinction hetwccn TE:‘T&I?SHQ}‘ and um;zzcnén fm l:h; pm pmn at h.md et mc'
suggese that instruction has ro do with the public content of education
w ]’lth can no more L‘u:: uuhvu:lu.lllgcd than one can 11‘1:11\’1;111*1[1;; the chte

wh tlu:r thc HtlIdCl’lEh .lrc, in- fas:!:, lcaunng 1) t{;i;hg is somcone who
ngsuMes thl% kmd ﬂf lﬁpansﬂnht fur' .u,h C:f thc: individual %tudent%i '

Q
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Let’s go back to our thirty-student classroom and see how this die-
tinction mighe work. If the teacher js merely an instructor (in the sense
deseribed), chen he simply- exhibits, imparts, conveys. (or what have vou)
certain material, certain content which he thinks students can or should
learn. A unilareral lecture, a filim, a tape recording, an article in Classroom
Practices—all are instructional devices which, by themselves, assume no
responsibility for the amount of actual learning which will fimally rtake
‘place as a resule of them. They may each do a conscientious job of trying
to muke learning possible; hut they have. no buile-in - mechanism that
~automartically determines whether they have succceded. They bear the
same relation to reaching that an arricle by a physician bears to medical
practice. A patient may cure himself as a result of veading the article, and
a student mav learn as a result of instruction, but neither js the resule of
2 fir commitment by the professional to the particular client,

The teacher of thirty scudents can, however, make such a commit-

ment—just as the physician does to his patients or, for that matter, the
airline to its passengers. (Consider the airlines as a means of individualiz-
ing travel without ever doing it on a one-to-one basis.) The teacher of
thirty students eannot, of course, guarantee appropriate learning by cach
student. All he can do (and I think it is plenty) is assume responsibility
for each student as an individual learner, Doctors lose patients, teachers
losc students—and airlines lose passengers, The issue is nor perfection but
responsibility, A good teacher will do absolutely everything in his pro-
* fessional power to rescue from the disaster of ﬁﬁii!j:‘ia’lfﬂi!lg every student
who is entrusted to him. | . ' R '
“In our thirty-student classroom, then, teaching begins, as it were,
precisely where instruction stops. Homework is instruction, the “teacher
ralking™ (in the sense deplored by many followers of interaction analysis)
s _instruction, .cven the largest-part of an excellent elass discussion is
inseruction. The teacher, 'fnﬂt't:;ﬂl{iﬂg but thinking, lies back of these
, fn:tivitif:SEPImming,_' permitting, or encours ging them—sceing in them the
means of discharging his responsibility -to cach unique individual in the
class, strategizing with onc cye on the clock or the calendar as to whether
this is the quickest, the safest, the most productive route to learning for
cach person in the cluss, If the reacher is g complex strategist, the answer
- will almost always be that it is not, that some student needs to go by a
different route, that some other student is not going at all, that seill
another student has alecady gor there. This is the teaching that-instruction
is never precise enough to do. The acts which teaching leads o (as
opposed to instruction) are the corridor and Coke conferences, the cve-
ning phone calls, the wakeful night that leads to a single question—or the

Q
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carcful decision et te rush into some student's privacy at the moment,
\Where there is time, :.m:rgv,' and mnmmtmn teaching niay. lead to dif-
ferential hazgnmcnt%: multztritlung wltlun a class, exemption from a topic
where the student is "illE;ldV competent, mdt:pe:ndz.nt study, and a host
of other devices ¢ ¢hronically reinvented by those to whom tc.:z;lnng means
I’L‘%pﬂn‘%lblllf} for the student. :
Ideally, 1 think the best way to individualize lcammg is ro make sure
that each %t:udcnt_a%mnc% I’Q&pﬂ!ﬁihlllt\; for his own Ic..u'nmg, ust as the
}}h} sician dm:]ﬂ[gcg us ro. our own medical recognizance once we are
past the acute need for his services. Bur that is the goal, nort the means of
getting there. A teacher i:ﬂﬁLEU'iEd with mdiﬂduahﬂng l:;nrrnn;; hays some
means of knowing how cach student stands at all times. Once way of dmng
this is to ask for an unstructurced progress report from each student each
week—a sort of what-have-I-learned-rhis-wecel: kind of report to exceed
not more than one or two pages, A per LEPEIVE teacher, reading over these
reports, can learn a- great deal about the situation of each stident who
*;ubn_nf‘s one, :m::l thc m*u’g 15 gf th; rcpgrt furm%h th{: zcac:hcr \Vith a

Ll’l%lﬁ. Ihe fEPC}I‘ES b;‘mg to hght not ﬁrxlv ‘li,.ldcl’nlc. prng;cqs but -:.tud(;nt
morale, feedback from class sessions, and a very live sense of whae is really
going on in the class as a who l(: ngllsh classes have always afforded
sanmthmg like this kind of benefir from .1%51gncd themes, but the themes
ti;nd in IMOSt €Ascs, to b; too im p :ﬂ:unl 111;1 too ul’ll’i:“ll to say nmf.:h Jlmut

éxpll;;tly wu:h tln: onc issuc tlmt is pamnmunt in .1][ tm:.hlng n'uut;lv
how is the student doing? : : :

I will not say, from my‘ own cxp;ncn:t: thar re .ldmg quch prﬂg £S5
reports is an unmixed delight. Troubles can casily crop up in them that
can devastate an otherwise restful weekend. But these, afrer all, are
exactly the kinds of troubles that tca(:hmg is all about, Anygnc mcrclv
1cpclled hy suzh roubles prabiblv fxught to gnn.: up tcmhmg and bcgmug
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